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ABSTRACT

The research for this dissertation began as part of
a continuing program of the Southwest Educational Development
Laboratory (serving both Texas and Louisiana), aimed at the
improvement of instruction for the culturally disadvantaged
child, especially in the field of mathematics.

It was

particularly desirable to delineate and measure specific
environmental variables operative in the "home" which might
contribute to the scholastic achievement of the children
who live there.

The following are some of the independent

variables selected for investigation:

mother's education,

mother's occupation, mother's evaluation of the local school
system, stress on achievement score, independence training,
mother's involvement in her child's education, mother's
emphasis upon "mathematics learning" in the home, and income
level.
Twelve schools were selected in East Baton Rouge Parish,
Louisiana, in September, 1968, to represent low-income areas.
Both Negroes and whites were included since the problems with
which this investigation was concerned were not limited to
only one race.

In essence, there ware three categories for
xvi

classifying the schools racially:
racially-mixed

all Negro, all white, and

for the few schools where integration had

begun.
The grades included in this study were the second,
fourth, and seventh grades.

These grades were not all found

in the same schools; consequently, it became necessary to
select an elementary school and a junior high school in each
of the previously mentioned racial categories.

There were

four classes from each of these six schools selected, or
twenty-four classes.
In order to provide for some comparison of the
performance of the students in the "experimental" schools-those utilizing new and specially developed curriculum
materials in mathematics

each school was paired with

another school in the same category and the same number of
teachers and classes were included.

These schools, labeled

as the "control" schools, were to utilize the regular
instructional materials in mathematics.
In each of the forty-eight classes, standardized
testing procedures appropriate to each grade level were used
to measure each child's performance in mathematics.

These

tests were administered both at the beginning and the end
of the 1968-1969 school year in order to obtain a longitudinal
xvii

measure of the student's improvement in mathematics.

The

level of "gain" in these scores represented the dependent
variable for this analysis.
Ten students were selected randomly from each of the
classes involved, and their mothers

(or female guardians)

were interviewed to investigate the potential relatedness
between the "educational environment" within the home and the
child's academic achievement in mathematics.

Statistical

measures of association were used to determine if any signi
ficant relationship did exist.
A least-squares analysis of variance was selected
to test the research hypotheses in this analytical design.
The fundamental logic of this procedure was based upon the
presence of unequal subclass numbers in the data collected.
With regards to the F values reported from this analysis,
no statistically significant relationship was found between
any of the aforementioned independent variables and the
dependent variable.
The results of this research provide insight on the
stated objectives, even though conclusive positions on some
of them may not be possible.

These results do not mean that

a relationship never exists between the variables being
xviii

considered.

Rather they suggest that the present approach

detected far too much variability in the achievement scores
in mathematics (the dependent variable) to be able to make
any definite statements linking a partnership between specific
"educational experiences" in the home as they possibly relate
to performance in mathematics.

In essence, the mothers of

the "high" and "low" gainers in mathematics really showed
no significant difference with regards to the previously
mentioned independent variables.

CHAPTER I

INTRODUCTION

A PUBLIC AWAKENING

In the second half of the twentieth century there
exists in this country a tendency toward what might be
labeled an oversimplified parsimony in ascribing causal and
singular responsibility for social failure to any one of a
number of social institutions that happen to be under
examination at the moment.'*'

Hence, innovations are likely

to be identified as panaceas in the market place of their
birth, even prior to their initial implementation.
Ideally, the first step in attempting to study any
social phenomena is to achieve as thorough and accurate a
description of that phenomena as possible.

Behavioral

scientists must approach the problems of the "culturally
disadvantaged" child in the same fashion.

"^Martin Deutsch, "Social Intervention and the Malle
ability of the Child," The Pisadvantaged Child, edited by
Martin Deutsch, (New York: Basic Books, Inc., 1967), p. 3.
2Whenever one speaks of the culturally disadvantaged
child, reference is made to a child deprived of the same

2

There is growing evidence that certain consequences
of the child-rearing patterns common to many of the povertystricken homes in this country serve as major contributants
to a continuation of their "disadvantaged" status for suc
cessive generations.

Considerable attention has been

directed at the "home environment" of these disadvantaged
children and the kind of socialization that exists within
the home.
The disadvantaged child has achieved a pre
eminence as a target for social action programs.
This has apparently derived from the conviction
that there are long-range individual and social
consequences of life's early privations.
These
consequences relate to the so-called cycles of
poverty, dependency, welfare problems, learning
difficulty, delinquency, and maturational, voca
tional and career problems.
It would seem that
these cycles are inadvertently being perpetuated
from generation to generation and it is for this
reason that they are of such grave concern. . . ,

opportunity for healthy growth and development (both physical,
mental, and emotional) as is available to the vast majority
of the other members of the greater society in which he lives.
These are children from families that seem to perpetuate
their own conditions in their children through their childrearing practices. For additional information, see Allen
E. Morans and Reginald Lourie, "Hypotheses Regarding the
Effects of Child-Rearing Patterns on the Disadvantaged Child,"
Disadvantaged Child, Volume I, (New York: Brunner-Mazel
Publishers, Inc., 1967), p. 21.
3

Morans and Lourie, o£. cit., p. 19.

3

Even though it has become increasingly apparent
that no immediate solution to some of these problems is
possible, several theories have been presented to explain
poverty and the dilemma of the disadvantaged.

Today, these

theories constitute an important part of social and economic
thought in the world.
As a society, a largely political decision has been
made, based on certain objective social conditions, to
massively intervene in the development of the so-called
"disadvantaged child."

Furthermore, educators and sociolo

gists are being encouraged to assume a large share of the
responsibility in planning long-range efforts to discover
the source of this personal and national plight.

SOCIALIZATION OF THE DISADVANTAGED

Psychological theory has long stressed the link be
tween early parent-child interaction and the emotional
maturation of the child.

In the last few decades, increas

ing attention has been centered on the relation between the
intellectual or cognitive development of the child and pat
terns of interaction in the family.

Sociologists have

attempted to trace specific connections between modes of
interaction within the family and the ability of the child
to learn.

4

It is now recognized that intelligence and aca
demic performance also depend on whether socializa
tion arouses and develops a desire to learn. The
child must "learn to learn" even when he possesses
high innate capacity; whether he does learn to learn
depends in part on his early experiences in the
family
Each person with whom one comes into contact is a
potential agent of socialization, just as society continu
ously acts in some manner to socialize a person.^

The

primary agents that have special responsibilities in a
child’s socialization process are the family, his peers,
and the school.

In a normal situation, these agencies

should complement and support one another, but frequently
they are not harmonious and force the child to make diffi
cult choices.

4

Leonard Broom and Philip Selznick, Sociology, (New
York: Harper and Row, 1968), pp. 99-100. For additional
information, see Virgil E. Herrick, "What is Already Known
about the I. Q. to Cultural Background?" in Kenneth Eels,
e t . al. , Intelligence and Cultural Differences, (Chicago:
University of Chicago Press, 1951), pp. 10-15.
. . . socialization is a generic term to cover
all of the processes and results of learning from other
people, either directly in face-to-face interaction or in
directly through reading.
It is through socialization that
one learns the folkways and mores, the real and the ideal
culture patterns of society, shaped, of course by the
vicissitudes of o n e ’s unique experience." John F. Cuber,
Sociology, (New York: Appleton-Century-Crofts, Inc., 1968),
p. 180.

5

Socialization is not always smooth and uniform and
this is especially true for the disadvantaged child.

In

fact, even though one is socialized by many agencies, there
is likely to be a vacuum created in the socialization
process for the child living in an impoverished environment.
The aforementioned socializing agencies may emphasize dif
ferent values, with each competing for the loyalty of the
child.

This may lead to conflict, e. g., bright children

of lower-class families may be encouraged to pursue advanced
schooling; however, family values may actually discourage
intellectual aspirations.^
The preparation which the disadvantaged child re
ceives for school —

the orientation he is given and the

cognitive skills he has acquired in the family —

will

influence his performance in subsequent school programs.
Furthermore, the support provided b y , and the autonomy
granted to, the child by his parents may also be related
to his classroom performance.
For the markedly disadvantaged child whose parents
have had very little formal education, it is likely to

g

Broom and Selznick, o p . cit., p. 87.

6

take a prodigious effort to acquire the skills and infor
mation necessary to do well in school.

It has become ap

parent that the farther this child progresses, the less
adequate are his parents to provide intellectual assistance.
Almost inevitably, the lower-class child who makes a strong
commitment to being successful in school must sacrifice
acceptance of many of his peers and to some degree take his
teachers rather than hxs parents as his preferred model.

7

Socialization efforts beyond the early period of
child training increasingly are directed towards pre
paring the individual for change or inducing change
in his outlook, ways of handling himself, activities,
and value orientations.
Such efforts may or may not
be successful.
If applied with sufficient fervor,
they will almost certainly induce some kind of change
in the individual1s outlook, though not always in
the direction intended.®
Research on the disadvantaged family by American
sociologists may develop new approaches to education that
rely upon an analysis of the dynamics of this particular
family structure as it generates a given "educational en
vironment" within the home.

Although formal schooling has

7John A. Clausen, (editor), Socialization and
Society, (Boston: Little, Brown, and Company, 1968), pp. 165166.
®Ibid., p. 8.

7

emerged to perform a socialization function that can no
longer be adequately performed by individual family units,
this does not mean that the socialization function of the
family has disappeared.

Rather, the family is seen as the

first socializing influence upon the child, even though the
school and the family may sometimes be in conflict in terms
of what they are trying to teach the child.
Various socialization agents will respond differenti
ally to the social stereotype derived from the child's
background and his characteristic patterns of behavior.

For

example, the disadvantaged child's original social matrix —
family, social class, ethnic background, etc., —

not only

provides him with initial orientations and trained abilities,
but they also carry an implicit social stereotype of his
attributed characteristics.

Within this social matrix, the

child learns specific ways for interpreting and responding
to others.
vice versa.

He may become more dependent upon others, or
Thus, tendencies to assertiveness, openness to

new experience, acceptance of authority —
responses —

gradually become established.

^Ibid., pp. 135-136.

or to opposite

To a considerable degree, the techniques of sociali
zation in childhood are enmeshed in the dialectic of social
interaction between parent and child, in personal interactive
strategies, and the modes of role relationships.

Ordinarily,

the more intimate and enduring this web of relationships,
the less sharply are socialization aims formulated with
particular techniques.^
Unfortunately, there is not a simple relationship
between various socialization roles and the effectiveness
of socialization efforts.

For example, the relationship

between the parent and the disadvantaged child may be con
sidered an end in itself; on the other hand, it may be
regarded as a means to an end.

Nevertheless, in any given

home environment, the substantive nature of the socialization
goal is an important consideration.
Within the various milieus in which his socializa
tion takes place, a child is exposed to very different
experiences.

In recognition of this fact, this research has

focused upon select attributes which may underly the differ
ential response of disadvantaged children to the

^Ibid. , p. 148.

9

educational process, both within the school and home setting.
If socialization is a continuing life experience,
varying from one situation to the next, it follows
that some environments will call for processes of
desocialization and resocialization. . . .
To the
extend that we will have to learn new skills and
knowledge, we will be resocialized.
To the extent
that these new skills conflict with older values we
possess, we will have to be desocialized.H

THE OBJECTIVES OF THIS INVESTIGATION

There is at present a cancer eating at the heart
of our nation. Whether we can cure it or not only
the future will tell.
It is not a problem of segre
gation or desegregation, of employment or unemploy
ment, or of race relations; it is not even a
question of human justice, although it involves all
these problems.
It is the problem of our own under
developed people. We have called them "disadvantaged
Americans.
There is a growing awareness that our schools are not
providing the quality of education needed by the disadvantaged
student.

Especially within the last decade, reforms have

■^Ritchie P. Lowry and Robert P. Rankin, Sociology:
The Science of Society, (New York: Charles Scribner's Sons,
1969) , pp. 83-84.
12

James E. Russell, Change and Challenge in American
Education, (Boston: Houghton Mifflin Company, 1965), p. 35.

10

been initiated in many sections of the country and at all
educational levels.

The increase in both private and public

funds has enabled school systems to launch new remedial
programs.
The objectives of this dissertation submitted here
with derive their inspiration from some of the exciting
developments in the field of sociological and educational
research which have transpired in the past few years.

One

does not have to search for an appropriate incentive to
warrant a study of the "disadvantaged child" in our society;
however, considerable motivation for conducting this
particular research endeavor can be traced in part to an
increasing awareness of the special challenges which confront
the culturally disadvantaged child in Louisiana.
Citizens of Louisiana have long had to face the
fact that the educational status of the state's popu
lation was among the lowest in the nation. All
studies of education in the state point up the fact
that certain segments of the population do not have
the educational advantages of other population groups.13

13Marion B. Smith and Alvin L. Bertrand, "Rural Edu
cation in Transition; A Study of Trends and Patterns in
Louisiana," Agricultural Experiment Station Bulletin Number
576, Department of Rural Sociology, Louisiana State Univer
sity, Baton Rouge, Louisiana, (December 1963), p. 6.
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This study began as part of a continuing program of
the Southwest Educational Development Laboratory, located
in Austin, Texas,

(serving both Texas and Louisiana), aimed

at the improvement of classroom materials and instruction
for the predominantly disadvantaged child, especially in the
field of mathematics .^

Subsequently, a program was initiated

in Baton Rouge, Louisiana, in September, 1968, in an effort
to develop programmed materials in mathematics which might
effectively reach children from "disadvantaged" backgrounds
by enabling them to correct any academic deficiencies that
were evident for this particular discipline.
The general goal of this research effort was to de
termine the effectiveness of the new instructional materials
in mathematics.

However, in conducting this investigation,

■^This program was initiated during the 1967-1968
school year in El Paso, Texas, and was continued during the
following year in El Paso and Baton Rouge, Louisiana.
The
primary goal of this program was to develop programmed
materials which could improve the presentation of mathematics
and, at the same time, more effectively reach children from
"disadvantaged" backgrounds by enabling them to move through
the program at their own speed. The author is grateful to
the Laboratory for their encouragement and support of this
work. For a preliminary report of this project, see James G.
Anderson, William H. Johnson, et. ad^. , El Paso Mathematics
Project Preliminary Report, an unpublished report prepared
for the Southwest Educational Development Laboratory, Austin,
Texas, 1968; and J. Rex Enoch, Nathan W. Gottfried, and
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data were obtained which exceeded the requirements for an
evaluation of the mathematical curriculum materials.
In order to gain information that would be suitable
for a dissertation, other objectives were proposed in
addition to the aforementioned one before the investigation
was started.

Thus, an attempt was made to delineate and

measure specific environmental variables operative in the
"home" which might contribute to the academic achievement
of the child.

Specific propositions for this study may be

stated as follows:
Proposition !I: To determine what variables in the
"home environment" of these children might be related
to their performance in mathematics as measured by
standardized tests that were administered both at the
beginning and the end of the school year.
Corollary A: To identify and/or measure select
biographical variables (age, sex, race, family
size, marital status, mother and father's educa
tional level, mother and father's occupation,
annual family income, etc.) for the family se
lected to determine how these variables relate
to the "educational environment" of the home.

Jerald 0. Savelis, A Report of the East Baton Rouge Parish
Mathematics Project, 1968-1969, an unpublished report pre
pared for the Southwest Educational Development Laboratory,
Austin, Texas, 1969.
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Corollary B: To determine how the respondent's
evaluation of the school system (i.e., general
satisfaction with the schools and the teacher's
performance) might affect her attitude toward
educational achievement for her c h i l d . ^
Corollary C: To determine how the respondent's
stress on academic achievement (i.e. , amount of
education desired for her child, importance of
a college education, etc.) would affect the aca
demic achievement of her child in the field of
mathematics.
Corollary D: To determine how the respondent's
press for achievement in mathematics (i.e. , pro
viding mathematical teaching aids, emphasizing
the importance of learning mathematics, etc.)
would affect her child's performance in that
discipline.
Proposition I I : To measure the performance of the chil
dren using the new instructional materials in mathematics
by utilizing standardized testing procedures, and compare
these test scores with those of the children from a
comparable grade who used the regular instructional
materials in mathematics.^

1 C

The decision was made to interview the mothers (or
female guardians) only for those children included in this
study. This was rationalized on the grounds that the mothers
would be more available to be interviewed and would, in all
probability, be more knowledgeable about the kinds of infor
mation being sought.
^Standardized tests were administered to these chil
dren at the beginning and the end of the 1968-1969 school
year, and the mathematics test scores of the children using
the "experimental instructional materials" in mathematics
were compared to the test scores of other children of a com
parable grade level using the regular instructional materials.
The actual tests used were the mathematics sections of the
California Achievement Test (CAT) at the fourth and seventh
grade levels and the Cooperative Primary Mathematics Test,
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In order to conduct research relevant to the stated
objectives, twelve schools were selected in East Baton Rouge
Parish, Louisiana, to represent low-income areas; hence,
these materials were especially designed for the "culturally
disadvantaged" student with a poor socio-economic background.
Both Negroes and whites were included in the sample popu
lation since the problems with which this investigation was
concerned were not limited to only one race (although
Negroes are certainly over-represented in these lower
echelons).
This research endeavor began in 1968, and since
most of the schools in East Baton Rouge Parish still operated
on a segregated basis, it became necessary to take into
consideration more than one situation.

There were three

categories for classifying the schools racially:
all white, and racially-mixed —

all Negro,

for the few schools where

integration had begun.
The grades involved in this research (the second,
fourth, and seventh grades) were not all to be found in the

Form 12-A, at the second grade level. These two tests were
endorsed by the curriculum committee responsible for evalu
ating test procedures to be used by the Southwest Education
al Development Laboratory.
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same schools; consequently, it became necessary to select
an elementary school and a junior high school in each of
the previously mentioned racial categories, or six schools.
Also, to control somewhat for the possible effect of the
teacher in the presentation of these instructional materials,
two teachers were to be utilized from each school for each
grade.

In the case of the junior high schools, two classes

(or sections) for each teacher were to be included.

This

resulted in four classes from each of the six schools being
involved (or twenty-four classes).
In order to provide for some comparison of the per
formance of these deprived children in the "experimental"
schools —

those utilizing the new instructional materials

in mathematics —

each school was paired with another school

in the same category and the same number of teachers and
classes were included.

These schools, labeled as the "control"

schools, were to utilize the regular instructional materials
in mathematics.
In each of these forty-eight classes, standardized
testing procedures appropriate to each grade level were to
be utilized to measure each child's performance.

The tests

were administered both at the beginning and the end of the
school year in order to obtain some measure of the student's
improvement in mathematics during this time.
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It was especially desirable to investigate some of
the dynamics of the "educational environment11 within the
home and attempt to guage their potential relatedness to the
child's academic performance.

Therefore, ten students were

selected randomly from each of the aforementioned classes,
and their mothers (or female guardians) were interviewed to
obtain the desired information.
The findings of this research that are presented in
the forthcoming pages will, hopefully, provide important
insight on these stated objectives, even though conclusive
positions on some of them may not be possible.

This infor

mation should be of special interest to a number of inter
related specialities in the field of sociology:

e. g . ,

the sociology of education, the sociology of poverty,
minority relations, and social change, to name only a few.
Finally, the practical significance of this study is
recognized.

No attempt has been made to play this down for

the investigation was instigated by a group interested in
finding and effecting solutions to some current problems in
the field of education.

No recommendation for action is

being made in this particular phase of this research en
deavor.

However, the author is cognizant of the practical

implications of such information and it is hoped that the
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information may provide those guidelines necessary for the
establishment of the most effective program of educational
instruction for the culturally disadvantaged child in our
society.

SUMMARY

Lester Ward, the acclaimed father of American sociology,
had faith in education as a cure for all evils; this belief
has a long heritage which is still reflected in the public
school curriculum which, as Barzun describes it, is expected
to do everything that the rest of the world has left undone.
The concept of the progressive role of the school in society
—

a concept formulated in Ward's Dynamic Sociology —

was

later accepted by Dewey as the basic principle of his edu
cational philosophy.
With Ward, sociologists and the public in general
continue to expect the public schools to generate a
classless society, do away with racial prejudice,
. . . prepare trained workers for the professions,
and produce patriotic and religious citizens who are

17

City:

Jacques Barzun, The Teacher in America, (Garden
Doubleday, 1954), pp. 11-12.

17

18

at the same time critical and independent thinkers!
It should be noted that this reliance on education
as a means of improving the world . . . seems to be
a safe way to institute change. . . .
The thinking of Ward was indicative of the direction
in which the field of education had been growing in this
country.

His views left a birthmark that was to identify

the discipline for years to come.
is the mainspring of all progress.

He asserted:

"Education

It is the piston of

civilization.
The fundamental and increasing importance of the
educational process and the system of social relations
associated with that process certainly makes it of such im
portance that the sociologist should turn his attention and
abilities to an analysis of this aspect of our society.

It

is felt that improvement in the school system can move forward
much more rapidly if based upon a scientific analysis of the
educational system.

Needless to say, an improvement in this

area would help to alleviate part of the distress encountered
by the disadvantaged student in our public schools. 20
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Ronald G. Corwin, A Sociology of Education, (New York:
Appleton-Century-Crofts, Inc., 1965), p. 55.
• ^ L e s t e r ward, Dynamic Sociology, Volume II, (New York:
D. Appleton and Company, 1883), p. 589.
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See Wilbur B. Brookover, "A Sociology of Education:
A Definition," A Sociology of Education, edited by Ronald M.
Pavalko, (Itasca: F. E. Peacock Publishers, Inc., 1968),
Chapter 1.

CHAPTER II

A SOCIOLOGICAL PERSPECTIVE OF THE DISADVANTAGED

IDENTIFICATION OF THE CULTURALLY
DISADVANTAGED CHILD

How can one adequately identify the culturally disad
vantaged in our society?

The answer to this question is

difficult and to a great extent depends upon the orientation
of the individual attempting to answer it.l
There are a variety of definitions in contemporary
professional literature concerned with identifying the cul
turally disadvantaged child in American society.

However,

the standards that are presently used to determine their

l"The term 'culturally deprived1 is now viewed with
some disfavor by certain sociologists and educators; more ac
curate terms, they submit, are 'culturally different' or
'economically deprived.'
They maintain that children from
impoverished families are not culturally deprived in the sense
that they are cultureless. Rather, their cultures and heri
tages differ from those cultivated by the middle-class schools
they attend. Programs for the disadvantaged, they say, dis
regard the special strengths of this group, e. g . , their folk
humor, physical and manipulative propensities, pragmatism,
etc., and condescendingly regard these children as having
little if anything positive to offer or to build on in the
classroom." Bernard A. Kaplan,
"Issues in Educating the Cul
turally Disadvantaged," The Pisadvantaged and Potential
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disadvantaged status are arbitrary and subjective at the very
best.

This can be illustrated as follows:

The disadvantaged child.
The mere pronunciation of
these three words stirs up a variety of reactions, of
emotions, in a variety of people. To some, it auto
matically means the black child. Or it may mean the
child who speaks Spanish, or the child who was born of
an Appalachian mountain family. Or the child of a
home that has been broken, or one in which there never
was a father.
Perhaps to almost everyone the phrase means the
child who doesn1t have a chance, or, worse, the child
who may never have a chance. Because of this "disad
vantage," a disadvantage that is so obvious, so easily
determined and acknowledged so early in life, the child
who finds himself in this category is a child who is
destined to remain disadvantaged.
The absence of a commonly accepted working definition
of the term "disadvantaged," that gives specific attention
to such causal factors as intelligence, motivation, eco
nomic poverty, parental attitudes, physical characteristics,
mental characteristics, personality, oral language, ethni
city, values, and a particular cultural context help to
confuse the issue of deprivation and the disadvantaged.-*

Dropout, edited by John Curtis Gowan and George D. Demos,
(Springfield: Charles C. Thomas, 1966), p. 53. Also, see
Bernard A. Kaplan, "Issues in Educating the Culturally Disad
vantaged," Phi Delta Kappan, (November 1963), pp. 70-77.
2

Fred Powledge, To Change A Child: A Report on the
Institute for Developmental Studies, (Chicago: Quadrangle
Books, 1967), p. 1.
Webster's Third International Dictionary defines
"disadvantaged" as:
"lacking in the basic resources or
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Any individual may be disadvantaged socially, economically,
psychologically, and intellectually, depending upon a
particular social milieu in which he is attempting to func
tion at a given time.

Furthermore, an individual may be

completely oblivious to his disadvantaged condition and
perceive others in the group as being disadvantaged rather
than himself.^
There is a strong tendency to equate being disad
vantaged with low income.
Income levels offer a
practical basis for programs and policies, but it
should not be assumed that the needs of the disad
vantaged are wholly economic — they are social,
psychological, and educational as well.-*

conditions (as standard housing, medical and educational facili
ties, civil rights) believed to be necessary for an equal posi
tion in society," and, the term "disadvantage," according to
Webster, means "the state or fact of being without advantage:
an unfavorable, an inferior, or a prejudicial condition. . . . "
It should be emphasized, however, that these definitions fail
to suggest the wide range of kinds and causes of disadvantaged
ness or to reflect the scope of the term as it is currently
used in scholarly literature.
4
Deprivation or disadvantage is a term implying a
value judgment.
It implies that various individuals or groups
are hindered — some more, some less — in competing for cer
tain valued ends of society. The culturally disadvantaged
have been identified as being different, however, the state of
disadvantagedness is a relative matter and may aover a wide
range of situations. Any person may be described as disad
vantaged who, for any reason or reasons, is unable to realize
his potential fully or to enter the mainstream of life in his
community.
See Thomas D. Horn, (editor), Reading for the
Disadvantaged, (New York: Harcourt, Brace, and World, Inc.,
1970) , pp. 1-2.
5Alvin L. Bertrand, "Social Backgrounds of Specific
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Educators have found that disadvantaged children
come to school with a quantitatively and qualitatively dif
ferent preparation for the demands of both the learning
process and the behavioral expectations within the class
room.

These children often have a variety of different

socializing experiences that vrould be foreign to most
middle-class children.

The culture that has molded the

school and its educational techniques and theory is quite
different from the culture of their environment.
In the home of the culturally disadvantaged child,
there is a scarcity of educational materials (e. g., books,
puzzles, writing paper, etc.).

Lipset observed that the

lower-class families are also less apt to participate in
formal organizations, (e. g . , such as the P.T.A.), read fewer
magazines, possess fewer books, and display a .knowledge of
g

very little information concerning public affairs.

Hence,

the educational environment in such a home would be relative
ly stagnant.

Groups: Whites," Reading for the Disadvantaged, edited by
Thomas D. Horn, (New York: Harcourt, Brace, and World, Inc.,
1970), p. 21.
^Seymour M. Lipset, Political M a n , The Social Bases
of Politics, (New York: Doubleday and Company, Inc., 1963),
p. 102.
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Children from these homes are not basically oriented
to education or intellectual things in general.

Often,

their families do not set an example of reading habits or
even encourage open discussion.

Questions from the children

are neither welcomed nor answered on many occasions.

In

general, many of these parents do not stress the values of
an education or if they stress them verbally, their children
may be unable to see the significance of the values and

thus

unable to accept them.
The dilemma here is that the disadvantaged child
often enters the school situation so poorly prepared to
produce what the school demands that initial failures are
almost inevitable, and the school experiences become nega
tively rather than positively reinforced.

Hence, in this

situation, the child's school experience does not serve to
counteract the invidious influences to which he is exposed
m

the home.7

7

Martin Deutsch, "The Disadvantaged Child and the
Learning Process," Poverty in America, edited by Louis A.
Ferman, Joyce L. Kornbluh, and Alan Haber, (Ann Arbor: The
University of Michigan Press, 1968), p. 477. The disad
vantaged home frequently generates a value system that is
in opposition to the value system of the school. For this
reason, there is likely to be a deep rift, sensed or ex
plicit, between the home and the school. Hence, there may be
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In many instances involving disadvantaged children,
the parents are the most important influences, yet, they
may also be the most unwholesome.

Often immobilized by

poverty themselves and frequently having personal problems
of their own, their influence is generally negative (even
including rejection of the child in some instances), which
O

only serves to magnify whatever problems exist.
In addition to these general handicaps, we must
interpolate here some more immediate, daily constric
tions that surround the deprived child.
He is dis
couraged from doing homework not only because of lack
of parental support and aid but also because of poor
lighting, crowded rooms, and a peer culture that de
preciates homework . . . these factors put the child
into a poor competitive position in school and militate
against his keeping up with day-to-day classroom
activities.
This daily lag eventually becomes a lag
of months and years.^

little preparation in the home for the child's school experi
ence , and very little day-to-day reinforcement through the
home for the child's progress which the school attempts to
achieve.
O

John Curtis Gowan and George D. Demos, (editors),
The Disadvantaged and Potential Dropout, (Springfield:
Charles C. Thomas, 1966), p. 4. In pointing out that poor
children receive little in the way of support and encourage
ment within the home, this is not meant to imply that all
parents are indifferent to their needs or unconcerned about
their progress in school. On the contrary, there is some
reason to believe that some of the poor do care about their
child's performance in school. For additional information,
see David Gottlieb and Charles Ramsey, Understanding Children
of Poverty, (Chicago: Science Research Associates, Inc., 1967),
p. 35.
^Gottlieb and Ramsey,

0 £.

cit., p. 47.
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A DEFINITION OF THE PROBLEM

America may very well be a place where parents can
tell their children that everybody has a chance to,grow up
and become President, but the parents of the disadvantaged
child realize that for their children this is a very "remote"
possibility.

They know, as do most educators and sociolo

gists, that the disadvantaged child frequently becomes an
alienated student, an eventual high-school dropout, and
subsequently an unemployed adult.
In recent years, the culturally disadvantaged child
and the nature of his impoverished environment has become a
topic of immediate concern to many in our society.^

Yet,

■^Powledge, o£. cit., p. 1.
^•^■One of the most widespread, and controversial,
issues in the United States today is the current "War on
Poverty" — the scope of which affects many disadvantaged
families.
In a historical perspective, the plight of the
poor and the rejected has been the subject of rousing mes
sages from the pulpit, press, and lectern.
Since the "New
Deal" of the 1930's, when President Roosevelt announced
that "one-third of the nation are ill-housed, ill-clothed,
and ill-fed," there have been periodic attempts by one ad
ministration after another to reduce the amount of poverty
in America. President Johnson's "War on Poverty" is the
latest of several legislative measures aimed at the reduc
tion of poverty. For additional information, see Michael
Harrington, The Other America, (Baltimore: Penguin Books,
1963); and, S. M. Miller and Martin Rein, "The War on
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educational and social neglect of the disadvantaged continues
to provide fertile soil for one of this nation's most criti
cal problems.

For example, the educational apparatus has

thus far been unable to provide these children with the
necessary compensations that would lead to school performance
consistent with their intrinsic capabilities.
In recent decades a spate of anthropological,
sociological, and social psychological studies . . .
has revealed the appalling gap between our pretensions
and our practices. We do not give the same kind of
food, clothing, housing, medical care, recreation, or
justice to the deprived children that we give to those
from comfortably-well-off homes. . . . Opportunities
are far from equal.

Poverty: Perspectives and Prospects," Poverty as a Public
Issue, edited by Ben B. Seligman, (New York: The Free Press,
1965), pp. 272-320.
12

Frank Riessman, The Culturally Deprived Child,
(New York: Harper and Row, 1962), p. ix. Furthermore,
Riessman has painted a vivid picture of some of the more
outstanding characteristics of the culture of the disad
vantaged individual as follows:
"He is traditional, 'oldfashioned' in many ways, patriarchal, superstitious, some
what religious, . . . reads ineffectively, is poorly in
formed . . . has definite, intense convictions . . . feels
alienated . . . is not individualistic, introspective, selforiented, or concerned with self-expression . . . holds the
world, rather than himself, responsible for his misfortunes
. . . prefers jobs that promise security to those that en
tail risk . . . is not class conscious . . . is not interested
in politics . . . is strongly anti-communist . . . sets great
store by his family and his personal comforts . . . likes ex
citement . . . is pragmatic and anti-intellectual." Riessman,
o p . cit., pp. 26-28.

The fact that the disadvantaged child brings problems
to school different from those of the advantaged children
is a widely accepted position.

Just as the consequences of

being culturally disadvantaged are grave handicaps to their
bearers, so they are grave handicaps to the schools.

For

the most part, the challenge of educating this group is an
ancient one, but it is becoming more and more visible as
rural slums are

transplanted to the great urban centers of

this nation, where they tend

to grow and fester.

Therefore,

one of the great obstacles encountered in the education of
the disadvantaged is that of the environment from which the
child comes and in which he has to live.
Because

of the scope

of possible educational handi

caps and the variety of contributing factors, disadvantaged
children are to be found in all states and most communities
of this country.

The kind of problems faced by these chil

dren may be somewhat different from one region or school
district to another, but the tragic impact upon the child
remains whenever he suffers from serious educational
limitations.
Children from culturally deprived environments are
more limited in access to new knowledge and in opportunities
for new experiences than the "typical" middle-class child.
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Nevertheless, the orientation of our schools at present is
almost entirely toward middle-class values and way of life,
which sometimes have no concrete meaning for the lower-class
child.
The school has been planned, constructed, and
operated essentially as a middle-class institution.
The questions it asks, the answers it demands, the
approaches it takes, the books it chooses, the
standards it imposes, and the people it employs are
virtually all middle-class in origin, in orientation,
in language, in gesture, and in the expectations they
convey to the children who inhabit the school.
A child's involvement in the educational process and
his eagerness to learn and explore new areas of knowledge
must be stimulated early in life.^-^

For the middle-class

child, the school is very central and is continuous with
the totality of his life experiences.

As a result, there

are few incongruities between his school experiences and any

13

Powledge, o£. cit., pp. 8-9.

^"Horizons and goals are stimulated early in life;
and if the parents have had low-ceilings because of impover
ished experiences, having known job insecurity, humiliating
negotiations with welfare agencies . . . ,and the like,
there is not much left to give the child a sense of identi
fying the self with goals that take individual impetus and
disciplining." Martin Deutsch, "Early Social Environment
and School Adaptation," The Disadvantaged Child, (New York:
Basic Books, Inc., 1967), p. 141.
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others he is likely to have received in the home; con
sequently, there are intrinsic motivating and moulding
properties in the school situation to which he has already
been hxghly sensitized.

15

On the other hand, for those who

are disadvantaged, if their initial encounter is characterized
by frustration and feelings of inferiority due to their in
ability to handle the information in the expected manner,
there is a distinct possibility that they will never over
come this feeling of failure and become a fully prepared
participant in the mainstream of American life.

Furthermore,

whenever the lower-class child fails, he does not have the
same kind of operationally significant and functionally
relevant support from his family or school that his counter
part has.

Failure in school often converts the child's

original motivation into a rejection of intellectual striv
ing.

Although exceptions can be found, most lower-class

children do less well in their grades than middle-class
children.

•*~5Ibid. , pp. 133-134.
16In a study of high school students, for instance,
Hollingshead found that almost all the failing grades were
given to lower-class students and most of the top grades
were awarded to the middle- and upper-class students. Ac
cording to Hollingshead, however, the lack of school success
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Coleman has suggested that middle-class youth will
achieve scholastically in some measure in spite of the fact
that immediate rewards may be lacking.

Perhaps not as a

group, but "as individuals," middle-class youth do place
considerable emphasis on the attainment of "good grades,"
and they will ordinarily reserve some measure of their time
and energy for personal commitment to academic achievement.^
If the literature agrees on anything with respect to
the education of the culturally disadvantaged, it is that
schools have not effectively dealt with the education of
this group in the past.

18

Reasons for this failure are

on the part of Elmtown's lower-class youths was not the result
of lack of intelligence. Although he admitted a "significant
association" of intelligence and class position, he denied
that the degree of association was high enough to account
for the concentration of course failures among the students
of lowest status, or for the high grades awarded high-status
students.
See August deB. Hollingshead, Elmtown1s Youth,
(New York: Wiley, 1949), pp. 172-175, 201, 330, 332, 462,
and Chapter 8. For additional information, also see W.
Lloyd Warner and Paul S. Lunt, The Social Life of a Modern
Community, (New Haven: Yale University Press, 1941), pp. 82
and 364.
17

See James S. Coleman, "The Adolescent Subculture
and Academic Achievement," The American Journal of Sociology,
Volume LXV, (January 1960), p. 134. Also, see James S. Cole
man, The Adolescent Society, (New York: The Free Press, 1961),
p. 80.
18

"In the popular literature of post-Sputnik America
there has been a torrential criticism of our school system
and its apparent failure to fulfill its goals. Teachers,
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varied:

shortage of qualified teachers; lack of sufficient

knowledge about the values, attitudes, and mores of the dis
advantaged; and, insufficient information concerning how
and what to teach.
It appears that our schools are constantly in danger
of underestimating the cultural changes that occur rather
rapidly in a society such as ours.

Hence, education in

today's world must prepare these disadvantaged children to
adapt themselves to unforeseeable conditions.

It must pro

vide them with the training necessary to make their own
decisions in situations not yet on the horizon.

20

Unfortunate

ly, most of our schools have not met this challenge to date.

administrators, physical plant, and equipment have all been
held responsible." Martin Deutsch, "Minority Groups and
Class Status as Related to Social and Personality Factors in
Scholastic Achievement," The Disadvantaged Child, (New York:
Basic Books, Inc., 1967), p. 128.
19

This dilemma has been vividly described for the
Boston public schools in the following book: Jonathan
Kozol, Death at an Early A g e , (New York: Bantam Books, Inc.,
1967).
20

Ruth Benedict, "Transmitting Our Democratic
Heritage in the Schools," The American Journal of Sociology,
Volume XLVIII, Number 6, (May 1943), p. 724.
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Additional complications arise when one realizes
that in our own culture there are many inconsistencies
between the ideal of education and the "world of reality"
for which it offers training.

It must be acknowledged that

the schools do far more than teach reading, writing, and
arithmetic; they affect the values, attitudes, and per
ceptions of their students, and this influence becomes
more and more pervasive as young people spend an extended
period of time in school.
Frequently the suggestion is made that standardiza
tion is the answer to the educational problems of the
disadvantaged student in our society.

However, there are

fallacies and inherent dangers in this idea.

This is

supported by the desire to conform to the democratic ideal
of a classless society in which everyone, as far as his
abilities permit, would have the same equal education.

21

This sounds good, but it is an unrealistic goal for many,
because it assumes that what is good for the American child

O 1

Edwin R. Embree, "The Educational Process as
Applied in America," The American Journal of Sociology,
Volume XLVIII, Number 6, (May 1943), p. 763.
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is good for every American child, irrespective of his race,
social background, intellectual spontaneity, and so forth.

22

Although educators can construct elaborate remedial
programs to alleviate part of the educational dilemma of
the deprived student, the literature in this area has fre
quently underemphasized the social brutality which thrives
upon and helps to perpetuate cultural deprivation.

The

evidence obtained from recent investigations usually indi
cates that for most disadvantaged children the gap between
their educational attainments and those of average children
continue to enlarge with each passing school year.
To develop a program that has a good chance to suc
ceed requires the further education of personnel; the

22

Basically, there is no conscious malice on the
part of school personnel in their neglect of the specific
learning needs and psychosocial adjustment problems of these
disadvantaged students. Rather, this neglect has been
spawned by indifference or lack of understanding of students
who are not "just ordinary" in their preparation for tradi
tional school experiences. For additional information, see
Thomas James Edwards, "Pedagogical and Psycho-Social Ad
justment Problems in Cultural Deprivation," Disadvantaged
Child, Volume I, edited by Jerome Hellmuth, (New York:
Brunner-Mazel, Inc., 1967), p. 163.
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devising of curricula, teaching procedures, and materials
of instruction; and, the testing and modification of curri
culum materials through evaluation research.

However, in

addition to utilizing empirical testing procedures to
measure academic performance in the classroom, a concrete
need exists for accurate reports on the learning activities
undertaken, on results of observations and interviews with
representative samples of disadvantaged children focused
on their learning practices, and on the formation of
significant attitudes, interests, and habits relevant to
our stated educational objectives.
A continuous assessment must be conducted to deter
mine what changes can better serve the intellectual needs of
these students, even though some progress has been made in
this area.

Hence, in the past it has been far too easy to

blame the disadvantaged for their failure by indicating that
they had no desire to succeed.

Failure was readily

attributed to one's personal shortcomings.

Today, however,

educators and sociologists realize that a positive response
can sometimes be obtained once the child is guided to see
the direct link between his present endeavors in school and
his future success.
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Finally, it must be realized that a very significant
dimension of this challenge is the notion that the child's
academic achievement in the classroom is determined con
siderably by the kind and quality of the "educational ex
perience" received in the home.

This particular environ

mental stimuli may be partially responsible for the child's
academic growth (or lack of it) by conditioning his
motivation for learning and by stimulating his develop
mental and maturation process.

For maximum educational

progress, the "home environment" must be favorable and
conducive to effective, socially useful learning.

THE SELF-CONCEPT OF THE DISADVANTAGED

The self-image is vital to learning.
School ex
periences can either reinforce invidious self-concepts
acquired from the environment, or help to develop —
or even induce — a negative self-concept. Conversely,
they can effect positive self-feelings by providing
for concrete achievements and opportunities to func
tion with competence, although initially these ex
periences must be in the most limited and restricted
areas. The evidence leads us to the inescapable con
clusion that, by the time they enter school many dis
advantaged children have developed negative selfimages, which the school does little to mitigate.23

23
Martin Deutsch, "Some Psychosocial Aspects of
Learning in the Disadvantaged," The Pisadvantaged Child, (New
York: Basic Books, Inc., 1967), p. 35.
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Since the "self-concept" arises in part from our
learned and evaluated reactions to others, it constitutes
a crucial part of human social behavior.

This "self-concept"

which stems, in part, from identification, is from the very
beginning evaluative as well as descriptive.

Hence,

throughout the socialization process, various socializing
agents instill feelings of self-worth or of inferiority.
Needless to say, a child that meets with acceptance more
often than he encounters rejection is more likely to have
self-esteem than one who is constantly reminded of his in
feriority and weaknesses.^
The interactionist theories of self based on the
work of Mead and Cooley can be utilized with regards to a
theoretical perspective of learning in the home and the
school environment.

A formalized statement of this rele

vant theory has been made by Kin c h ; ^ and, postulates
concerned with classroom learning have been developed by

^Frances Woods, Sociology, (New York:
Row, 1966), pp. 94-99.

Harper and

^ J o h n W. Kinch, "A Formalized Theory of SelfConcept (Research Note)," American Journal of Sociology,
Volume XLVIII, (January 1963), pp. 481-486.
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Brookover. °

Briefly, the general theory applicable here

states that one's "self-concept" is developed through inter
action with significant others, which in turn influences our
behavior.

27

With reference to a particular school learning situ
ation, a relevant aspect of self-concept is the person's
conception of his own ability to learn the accepted types

26
Wilbur B. Brookover, "A Social Psychological Con
ception of Classroom Learning," School and Society, Volume
LXXXVII, (February 28, 1959), pp. 84-87; and, WilbUr B.
Brookover and David Gottlieb, A Sociology of Education,
(New York: American Book Company, 1964), Chapter 16. For
additional information, see Wilbur B. Brookover, Ann Paterson,
and Shailer Thomas, Self-Concept of Ability and School
Achievement, (East Lansing: Bureau of Research and Publica
tions, Michigan State University, 1962).
27

The self-concept is a system of beliefs which a
person holds about himself.
It is something which is learned,
and these beliefs about self develop a high degree of stabil
ity over a period of time. A person learns who he is and
what he is. In this respect the self-concept is a product
of one's experience. But the self-concept is far more im
portant than that, because once the individual has acquired
an identifiable self-concept, it then begins to determine
future experience.
See Arthur Combs, "Self-Concept as an
Objective," Education for the Culturally Disadvantaged,
Published by the South Central Region Educational Labora
tory, 1967, pp. 36-37.
It should also be emphasized, how
ever, that not all people have an equal influence on the
child in the development of his self-concept.
Some, by
virtue of their particular positions or by their appearance
at certain times in his life, become objects of emotional
involvement and are especially significant in his develop
ment. These are his "significant others."
Because a child
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of academic behavior.

The student role is composed of

several norms including one involving academic achievement;
the student's self-concept similarly is a complex of several
segments including self-concept of academic ability.
A formidable block to learning for disadvantaged
children lies in the realm of attitudes, their own, and
their teachers.

Today, whenever a child from a culturally

disadvantaged home enters the school, he is exposing himself
directly to the values and anticipations of a participant
in the ongoing current of American life —

his teacher.^8

seeks approval from his "significant others," he is moti
vated to think and behave as they wish and to model his
behavior after theirs.
He may acquire habits, such as
success striving, that will become part of an internalized
value-system.
"Significant others teach the child through
their behavior in his presence and the feelings and atti
tudes they express. They give meaning to objects through
their use of them . . . .
Through their interactions,
significant others indicate attitudes, feelings, and ex
pected relationships. . . . Although significant others
are always important in socialization, the possible varia
tions and combinations of their behavior are almost limit
less. . . .
At one extreme, the model may serve as a
source of simple imitation; at the other, they may establish
strong emotional ties with the child and become prototypes
of relatively permanent psychological characteristics."
See Frederick Elkin, The Child and Society, (New York:
Random House, 1960), pp. 28-29.
28"Teachers often bring to their profession a middleclass value system that is poles apart from that of residents
of low-income areas." See Fannie R. Shaftel and George
Shaftel, "Role-Playing as a Learning Method for Disadvantaged
Children,"School and Society, Volume LXXXXIV, (December 24,
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Disadvantaged children are often expected to do
badly in school, and know it; consequently, they foresee
frustration and failure for themselves.
to fear and detest school —

This leads them

to them, a place to maintain

custody with somewhat scheduled humiliation.

Teachers

meet this situation in several ways, some of which cause
serious problems for the disadvantaged child.

The teacher

who expects these children to be slow learners, nonpartici
pating, and troublesome does much, in the silent language
of emotional perception, to create the Mertonian selffulfilling prophecy.

1966), p. 496. This often creates a dilemma for the disad
vantaged child, which can be illustrated as follows: "The
American public school is a curious hybrid: it is managed
by a school board drawn largely from upper-class circles;
it is taught by teachers who come largely from middle-class
backgrounds; and it is attended mainly by children from
working-class homes.
These three groups do not talk the
same language.
They differ in their manners, power, and
hierarchies of values." See Frank Riessman, The Culturally
Deprived Child, (New York; Harper and Row, 1962), p. x.
29Martin Deutsch, "Some Psychological Aspects of
Learning in the Disadvantaged," The Disadvantaged Child,
(New York; Basic Books, Inc., 1967), p. 33. For additional
information, see Fannie R. Shaftel and George Shaftel,
"Role-Playing as a Learning Method for Disadvantaged
Children," School and Society, Volume VIC, (December 24,
1966) , p. 496.
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The roots of desire to learn are deep and are
multi-branched.
The development of a self-concept,
of a feeling of self-worth and self-value is one
of the most important and significant of these
branches. To know oneself and to value oneself
contributes mightily to the development of an able
learner, a curious learner, and a mature l e a r n e r . 3 0
The belief that individuals live in and interact with
their environment, and that such interactions have consequences
O 1

for the development of human characteristics is not new.

on

Aaron Lipton, "Cultural Heritage and the Relation
ship to Self-Esteem," The, Journal of Educational Sociology,
Volume XXXVI, Number 5, (January 1963), p. 211.
31

"The idea of a self developing through interaction
with others was expressed by Cooley in his concept of a
'looking glass self,’ and by George Herbert Mead as a process
of taking 'roles.' The notions of status and role were to
become basic components in the explanation of the sociologi
cal determinants of personality." See Ralph Linton, The
Cultural Background of Personality, (New York: AppletonCentury-Crofts, 1945), pp. 55, 61-62, and 76-82. Also, see
Earl E. Edgar, Social Foundations of Education, (New York:
The Center for Applied Research in Education, Inc., 1965),
p. 4. It should be emphasized that self is a key concept in
explaining the development of role behavior.
"Self is some
times used to mean the organization of personality qualities
or in the usage of George H. Mead, who, by self, means
simply that a person is the object of his own activity; he
can act towards himself as he acts towards others . . . .
This usage implies that a person is both subject and object;
he takes a position from outside and views his own thoughts,
feelings, and actions. . . . The child if he is to function
in the society, must know what behavior is expected of him. .
. . He must be able through language and self-conversation,
to designate to himself that he is or is not acting appropri
ately. . . . Only by seeing himself as an object can be know
how to check, guide, and judge his own behavior and act ac
cording to others' expectations." See Frederick Elkin, The
Child and Society, (New York: Random House, 1960), pp. 32-33.
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Most theories of behavior and learning make provisions for
the influence of one's environment and the realization that
certain factors are more influential than others in shaping
one's attitudes and life style.

For many years educators

and others have recognized that the "home environment" of
the child acts as one of the most powerful determinants
in shaping his educational development.32
Crow and Crow have emphasized that the kind of home
in which the child receives his early training will deter
mine in good part the kind of individual he will become.33
Additionally, studies by Kahl34 and Coleman35 have shown

32The intellectual development of the child, which
contributes to his educational progress, is also influenced
by the characteristics of his environment. Piaget observed
that "intelligence can be conceived as consisting of a
series of attempts or groupings, inspired by needs and the
implications that result from them but selected by the ex
ternal environment." See Jean Piaget, The Origins of In
telligence in Children, translated by Margaret Cook, (New
York: International Universities Press, Inc., 1952), p. 358.
33See Lester D. Crow and Alice Crow, Child Develop
ment and Adjustment, (New York: The Macmillan Company, 1962).
34See Joseph A. Kahl, "Educational and Occupational
Aspirations of 'Common Man' Boys," Harvard Educational Re
view, Volume XXIII, (1953) , pp., 186-203.
35See James S. Coleman, "Academic Achievement and
the Structure of Competition," Harvard Educational Review,
Volume XXIX, (1957), pp. 330-348.
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the forceful influence of one’s environment upon achieve
ment motivation.

The social pressures for educational

achievement (including peer group influence), parental
aspirations about the educational accomplishments of the
child, and other environmental conditions tend to mold the
educational behavior of the child.
The influence of the "home environment" for the cul
turally disadvantaged child is often one that leads to the
development of a weak self-concept.

Needless to say, this

is discouraging to both educators and sociologists.

They

realize all too well that new learning is a function of
previous learning, and that the richness of opportunities
for new experiences from an early age determines the child's
general information, perceptual development, and his ability
to profit from formal learning.36

•5g

A large portion of these disadvantaged children
today are members of ethnic and racial minorities. Thus,
the misfortune of the disadvantaged usually affects a select
segment of our population; nevertheless, it is a very signifi
cant and sizeable one. This situation for the American Negro
can be described as follows:
"It is often difficult for
teachers and the personnel of other community agencies to
understand the Negro lower-class child — particularly the
child who has come, or whose parents have come, from the
rural South . . . the lower-class Negro child entering school
often has had no experience with a 'successful' male model
or thereby with a psychological framework in which effort can

43
It is well established that the favorability or
unfavorability of environmental factors influences
the development process, even though this process
is biologically the same for all children, regard
less of racial and ethnic group. The experiences
and subsequent self-concept . . . of a child are
determined by the conditions under which he lives
and grows up. Dissimilarities in the growth proces
ses of children become maximized when their actual
life conditions are dissimilar .^

SUMMARY

Evidence suggest that the higher cognitive processes
and the development of mental skills which are very important
to learning begin to form at an early age in life, long
before the child starts to school.

Consequently, the intel

lectuality in the home and the degree to which this environ
ment is challenging to the child contributes to the
development of these abilities and skills.

Needless to say,

the influence of one's "primary group" does not diminish
when the child starts to school, but rather acts as a vital

result in at least the possibility of achievement." See
Martin Deutsch, "The Disadvantaged Child and the Learning
Process," Poverty in America, edited by Louis A. Ferman,
Joyce L. Kornbluh, and Alan Haber, (Ann Arbor: The Univer
sity of Michigan Press, 1968), pp. 480-481. For additional
information, see Harold L. Sheppard, "Poverty and the Negro,"
Poverty as a Public Issue, edited by Ben B. Seligman, (New
York: The Free Press, 1965), pp. 118-138.
•^Martin Deutsch, "Facilitating Development in the
Preschool Child: Social and Psychological Perspectives,"
The Disadvantaged Child, (New York: Basic Books, Inc., 1967),
p. 90.
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supplement to the kinds of training that the child frequently
receives in the classroom.
The development of these mental processes are, in
part, also dependent upon the maturity level of the child.
However, Baldwin observed that a complex and challenging
environment accelerated the process of stimulus-induced
maturation.

39

. . . we have observed that certain maturations
ordinarily considered as dependent solely on internal
factors are in reality controlled at least partially,
by the environment.^
The thought-provoking situations presented to the
child by the "home environment" can contribute significantly
to the formation of desirable mental skills.

However, if

38

" . . . groups, such as family or neighborhood
groups, in which intimate, face-to-face associations result
in a sense of mutual identification or fwe-feelings' among
their members are termed primary groups. Charles Horton
Cooley, who was responsible for this concept, emphasized
the fundamental role of primary groups in socialization."
See Dorothy Westby-Gibson, Social Perspectives on Education,
(New York: John Wiley and Sons, Inc., 1965), p. 123.
39

Alfred Lee Baldwin, Behavior and Development in
Childhood, (New York: The Dryden Press, 1955) , p. 392.
For additional information, see Alfred Lee Baldwin, et. a l . ,
"Patterns of Parent Behavior," Psychological Monographs,
Volume LVIII, Number 3, (1945), pp. 6-76.
^Piaget, op. cit., p. 362.
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stimulation or challenge are not present, then the child
frequently does not grow intellectually.

The result of

this dilemma is a child with unrealized potentialities.
The disadvantaged child is frequently the victim
of not only an impoverished environment, but also displays
a weak self-concept.

The parents of these children and the

schools unknowingly reinforce this weak self-image by ex
pecting less than the optimum performance from this child
in the classroom.

Even worse, the disadvantaged child is

expected to accommodate himself automatically to a middleclass standard of academic achievement regardless of the
differences in preparation for meeting such a challenge.
The educational programs that are being used today
to improve motivation range from the very elementary which
rely heavily on the Hawthorne effect4^ —

the belief that

motivation can be stimulated by merely making the child
feel important and wanted —

to those very complex programs

aimed at making the child feel important but then proceed
to a deliberate building of the student's skills, self-image >

41Bernard Kaplan, "Issues in Educating the Culturally
Disadvantaged," Phi Delta Kappan, (November 1963), p. 74.

46
self-confidence, self-discipline, and eventual successful
independence.42

Programs which go beyond the Hawthorne

effect often try to enhance pupil motivation by stimula
ting an interest in improving the attitudes and talents
of those teachers directly concerned with the education of
the disadvantaged student in our society.

This challenge

must be accepted before an effective program for these
children can become a reality.
Improvement of schooling depends to a great ex
tent upon effective teaching. Therefore, we strive
to modify the teacher's perception of culturally
deprived children, their community, and their
curriculum. We believe that teachers (in light of
their . . . backgrounds) initially may perceive
these three factors negatively. Thus, appropriate
changes must occur to bring about more understand
ing and more objective reactions to the different
backgrounds of the children and the families and
the neighborhoods from which they come.43
The teacher who is responsive to the psychological,
social, and intellectual needs of the deprived child will
attempt to gain a better appreciation and understanding of

42Regina Barnes, "Higher Horizons: A Promising
Program for Secondary Schools," Clearing House, Volume XL,
(October 1965), pp. 112-115.
43Carl Marburger, "Working Toward More Effective
Education," Programs for the Educationally Disadvantaged,
(Austin: Southwest Educational Development Laboratory,
1967) , p. 72.
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the cultural background of these students.

Afterwards, she

may insist upon the usage of innovative curriculum materials
which make the student aware of his particular heritage and
appeal to him in ways especially adapted to his low verbal
ability, deficient perceptual skills, and his particular
style of learning.
Many programs are underway which are aimed toward a
more effective educational system which can successfully
educate all echelons of society —

many of them involving

the up-grading and more effective instruction of certain as
pects of the curriculum, i. e . , reading and mathematics.
The logic of this endeavor may be expressed as follows:
The task of . . . an enrichment program . . . is
to diagnose the deficits and attempt to determine
the kinds of procedures that will ameliorate them.
Part of both the diagnosis and the determination
might involve an evaluation of what is missing from
the child's background, followed by a study of how
the missing parts might have contributed to his
more advanced development.^
It is quite evident that good intentions alone are not
enough to overcome the dilemma of these disadvantaged children.
Even though much is still unknown about the underprivileged

^ M a r t i n Deutsch, "Social Intervention and the
Malleability of the Child," The Disadvantaged Child, (New
York: Basic Books, Inc., 1967), p. 11.
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student, corrective measures can be instituted by both the
schools and the parents to combat the anti-intellectual
orientation of these students.

This must be achieved before

a socially useful bond can exist between the home and the
school.

CHAPTER III

THE ROLE OF SOCIOLOGY IN CONFRONTING THE EDUCATIONAL
PROBLEMS OF THE DISADVANTAGED

Education in America . . . is in the process of
"growing up," but growing up within the framework of
some specific cultural milieu.
This means something
more than the transmission of a tradition and a cul
tural pattern from an earlier to a later generation,
or from one cultural group to another.
It is the
means by which an individual discovers . . . him
self. . . .1
The importance of education, as we commonly recog
nize the term in our modern society, needs very little
emphasis.

The sense of urgency regarding the necessity of

obtaining a better education for every member of our society
has been responsible for the rapid multiplication of its
methods and for the elaboration of its technology.

Although

sociologists and anthropologists have dealt occasionally
with this topic in the past, it has only been recently that
they have considered it to be an academic "domain" of immedi
ate interest to them.

^Edwin R. Embree, "The Educational Process as Applied
in America," The American Journal of Sociology, Volume XLVIII,
Number 6, (May 1943), p. 759.
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THE ROLE OF EDUCATION IN SOCIETY

The child who starts to school today is living in an
age when society has not only changed rapidly, but one in
which the pace of change is fast accelerating.

It can be

said that American children are growing up within the most
rapidly changing culture of which history has any record.
Today, each generation's experiences differ markedly from
the preceeding generation.

The tempo of this change becomes

increasingly apparent whenever one realizes that the experi
ences of the youngest child in a large family may be extraordinarily different from that of the first born.

2

Today, one also finds that there is more knowledge
available to us than ever before in history.

In addition,

the so-called "population explosion" has brought in its
wake more and more people to whom this knowledge must be
imparted, who must learn to live within a given socio
cultural context, and who must, in turn, help to shape the
cultural heritage of tomorrow.

3

Margaret Mead, "The Impact of Culture on Personality
Development in the United States Today," Understanding the
Child, Volume XX, (1951), p. 17.
tion,

3Dorothy Westby-Gibson, Social Perspectives on Educa
(New York: John Wiley and Sons, Inc., 1965), p. 62.
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The educational process in any society faces a dis
tinct dilemma —

it must attempt to set up programs which

will provide a general education to all, and yet, at the
some time, it must recognize individual differences and be
directed toward the needs of individual children.4

It is

the individual child who learns, rather than a group, but
in practice the level of instruction must be oriented
toward the group rather than specific individuals.
It is felt that the disadvantaged child often comes
from a home that provides fertile soil for frustration,
feelings of inferiority, and the tendency to experience and
accept failure and defeat.

It is bad enough that situations

like this prevail in our society, however, even worse, our
educational systems are sometimes very slow in recognizing
and adapting to such a

problem.^

4Hershel T. Manuel,
"The Spanish-Speaking Child in
Texas Schools," Texas Conference for the Mexican-American,
Proceedings, San Antonio, Texas, (April 13-15, 1967), p. 74.
^Education ideally should be one of the most flex
ible and dynamic aspects of any society, as it attempts to
stimulate and promote progress and development of the society.
But realistically our educational systems are apparently too
often quite rigid and inflexible. Methods of instruction
and the material itself change quite slowly and problem areas
often exist for extended periods of time before any meaning
ful changes or solutions are affected.
It is not our purpose
here to degrade the educational systems of our society.
Rather, an observation is being made which appears to be

52

In contemporary America, the school has assumed a
primary role in the training of the members of our society
for the assumption of responsibilities in all aspects of
our society, but notably in the economic sphere.

In an

age when automation and other modern technologies have
shrunk the market demand for manual labor, new techniques
and skills are required which are usually obtainable only
through the channels of formal education.

Given this

situation, it becomes imperative that our educational
systems must be concerned not only with the development
of the best possible educational system (in terms of con
tent and methods of instructions), but also that every ef
fort be made to gear the programs to the students in such a
way that their continued participation and involvement will
be assured.®
It can be readily seen that the schools in our
society face a formidable task.

The ideal of a public edu

cational system available to all the members of society is a
principle most Americans accept.

However, the demands placed

quite relevant to the issue under investigation. To attempt to
elaborate on this situation or propose effective solutions for
this situation would be far beyond the scope of this investi
gation.
®The fact that these requirements may at times be in
conflict makes them no less important considerations for our
educational systems.
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on this system are many and often contradictory.
has enumerated some of these responsibilities

Knowlton

(which are

generally accepted either explicitly or implicitly) as
follows:

(1)

teach basic American cultural values, with

less emphasis on the cultural values of minority groups;
(2) prepare the student to enter college or a vocational
school;

(3) develop each child's character;

(4) turn out

graduates who will be capable of earning a living;

(5) pro

vide students with the social skills needed to survive in
a social world; and (6) mold all children of diverse ethnic
. .

and cultural backgrounds into loyal American citizens.

7

He also has stated that:
One of the most important criticisms of sociol
ogists . . . analyzing the role and structure of the
American school system, is that the majority of our
schools emphasize middle-class Anglo-American values
and practically ignore the . . . cultures of minority
groups, and the values, attitudes, and ways of life
of the urban poor. As a result, the schools have be
come dysfunctional among minority groups and the poor.
They do not really educate but are responsible for
pushing large numbers of children out of the schools,
for creating serious emotional and cultural problems

^Clark S. Knowlton, "Bilingualism: A Problem or
an Asset," a Speech prepared for delivery to the Meeting of
the Staff and Faculty of the Anthony School District, Anthony,
New Mexico,(December 8, 1965), pp. 1-2.
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that scar for life the personalities of thousands
of other students, and for turning out children who
lack the . . . cultural, vocational, and social
skills needed to earn a living, to function as in
telligent citizens, or to make constructive contri
butions to American culture.®
For one to study the social impact of education
presents a problem more intricate and complex than to measure
its results in terms of the knowledge actually acquired.
Nevertheless, there is increasing evidence that the schools
in our society primarily reinforce the dominant value
orientation of this country; consequently, their major role
may be viewed as an attempt to socialize children and youth
into the dominant culture.
Since the Kennedy-Johnson era of social reform in
this country, there has been a bourgeoning interest in disad
vantaged children, and the relationship between deprivation
and failure in school has been discussed with new vigor.

O

The

Ibid., pp. 2-3.
"Many critics point out that school
systems are apt to be extremely conservative and unresponsive
to new techniques and methods. They are apt to be timid and
afraid of public controversy and debate. They are so immeshed in bureaucratic routine that superintendents, principles,
and teachers cannot function adequately because of the burden
of regulations, forms, reports, and extracurricular assign
ment. These critics state that American school systems are
too traditional in curriculum. . . . "
Knowlton, op. cit.,
pp. 2-3.
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condition of those students who have not been successful in
school has been narratively described by some, generally to
the effect that most observers see "environmental conditions
as the cause which depresses the ability of those children
to learn."

9

A special effort has been made to consider the
gamut of educational experiences from infancy
through the adult years both in and out of school
and the range of school experiences from nursery
school and kindergarten through adult . . . edu
cation. The multiplicity of factors which under
lie social behavior has also been emphasized . . .
it is hoped that they will take on added meaning
as they are applied to education.^
It appears that the most recent interest of sociol
ogists in the analysis of the educational system is the
pattern of social interaction that develops between the stu
dent, teacher, administrator, and parent.

Thus, one can

see an attempt to analyze the patterns of social roles
within the school society and the relation of personalities

^Kenneth B. Clark, Dark Ghetto, (New York:
and Row, 1965), p. 130.

Harper

■^Dorothy Westby-Gibson, Social Perspectives on
Education, (New York: John Wiley and Sons, Inc., 1965), p.
viii.
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within the school to outside groups.

SOCIOLOGY AND EDUCATION

In a sense there has been a shotgun wedding be
tween education and social science, but it is still
questionable whether the bride and groom will be
able to establish the kind of relationship that will
permit effective collaboration in the development of
new knowledge and its application both to the school
as a social system and to the learning process in
the classroom.il
One must keep in mind that the basic work of the
school, and the educational transaction that is involved,
ordinarily takes place in a relatively small social system,
the classroom.

12

The educational experiences that occur with

in that classroom always involve a number of people performing
various roles within this particular organizational environment.

■'■^Martin Deutsch, "The Principal Issue," The Disad
vantaged Child, (New York: Basic Books, Inc., 1967), p. 371.
12

Parsons has presented a theoretical analysis of
the school class as a social system from the viewpoint of its
functions for American society.
See Talcott Parsons, "The
School Class as a Social System: Some of Its Functions in
American Society," Harvard Educational Review, Volume XXIX,
(Fall 1959), pp. 297-318.
For additional information, see
C. Wayne Gordon, The School System of the High School: A
Study in the Sociology of Adolescence, (Glencoe: The Free
Press, 1957); Fred E. Katz, "The School as a Complex Social
Organization," Harvard Educational Review, Volume XXXIV,
(Summer 1964), pp. 428-455; and, Ralph H. Turner, "Youth
Subculture," Sociology of Education, edited by Ronald M.
Pavalko, (Itasca: F. E. Peacock, Inc., 1968), pp. 465-473.
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However, like all organizations, the nature of this rela
tionship is frequently influenced by forces external to it.
Thus, since sociologists have traditionally sought to
analyze human relations within many different organizational
structures, it appears "appropo" for them to determine the
patterns of interaction within the educational system and
the impact of various forces upon the success of the school's
operation.
Sociology can enrich the educator's conventional
wisdom by expanding the range of his concepts and the
variables that he selects to study.

The counterpart of

the psychologist's caveat "that every individual is dif
ferent" is the sociologist's warning that the educator
ignores systematic group differences at his own peril.^

■^This analysis, hopefully, will delineate some of
the contributions of sociology to practitioners in the
field of education.
For an examination of needed research
in the sociology of education, see Orville G. Brim, Jr.,
Sociology and the Field of Education, (New York: Russell
Sage Foundation, 1958), and NeaL Gross, "The Sociology of
Education," in Robert K. Merton, Leonard Broom, and Leonard
S. Cottrell, Jr., (editors), Sociology Today, (New York:
Basic Books, 1959).
^ M a r v i n Bressler, "The Conventional Wisdom of Edu
cation and Sociology," Sociology and Contemporary Education,
edited by Charles H. Page, (New York: Random House, 1966),
p. 105.
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Indeed, sociological orientations could further
specify structured sources of individual differences.

It

can perform a useful screening function by identifying the
statistically prominent characteristics in given student
populations that stimulate or impede learning, i. e . ,
Hyman has presented persuasive evidence that "reduced
striving for success among the lower classes, an awareness
of lack of opportunity, and a lack of valuation of educa
tion may hamper such persons in their school performances."I-5
Needless to say, the teacher who is adequately informed and
remains sensitive to these patterned differences between
students should be more able to identify the student who
needs individual attention and provide corrective action
to the problem area.
It can be said that one area in which sociologists
have made some impact on education is with their studies of
the culturally disadvantaged child.

Since schools have been

■^See Herbert Hyman, "The Value Systems of Different
Classes: A Social Psychological Contribution to the Analysis
of Stratification," Class, Status, and Power, edited by
Reinhard Bendix and Semour M. Lipset, (Glencoe: The Free
Press, 1953), pp. 426-442.
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basically operated for the so-called "typical" American
child (frequently interpreted as a child from a middleclass home), one naturally finds that most of their teachers,
their objectives, and their processing of students is all
geared to the needs of this middle-class child.

As a result,

a "class bias" for the disadvantaged child is a significant
by-product of this philosophy.
Although a beginning has been m a d e , it is apparent
that sociology has not done enough in their study of the
American lower-class.

This is described as follows:

We are not yet very clear as to just how distinct
their (lower-class people) values are . . . to what
extent they share general American values; what these
general American values are, and whether they are
changing; whether these values derive from familial
situations, patterns of child-rearing, or simply
special circumstances. All these must considerably
affect our attitude toward what kind of education
and educational practice is best for children of
lower-class and working-class background.^
The progress that has been made in recent years can
be accelerated, if we recognize the potential of sociology
to make a contribution to education.

The sociologist new on

■^Nathan Glazer, "Three Possible Contributions of
Sociology to Education," The Journal of Educational Sociology,
Volume XXXIII, Number 3, (November 1959), p. 104.
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the scene can at least partially supply the information by
means of which educators can become aware of the social
ramifications of their activities.

Assuming that the sociol

ogist does not become wholly part of the educational system,
he can become the examiner of realities rather than educa
tional fantasies and can join in a partnership that may
substantially change both the educator and himself.

Thus,

the sociologist's role as a researcher and a specialist
could be part of a symmetrical relationship whose other
half is the educator as a generalist and a partner in the
translation of his findings.

17

THE CHALLENGE

Education per se has never been a perfect process
in any society.

It has been replete with unsolved problems

since the beginning of recorded history.

A sociology for

studying the educational milieu appeared on the academic
scene when there was a need not met entirely by existing
social institutions.

1ft

However, the challenge for

l^Bressler, ojd. cit. , p. 112.
Robbins, Educational Sociology, (New
York: Henry Holt and Company, 1953), p. 7. Also, for
additional information, see John A. Bartky, Social Issues in
Public Education, (Boston: Houghton Mifflin Company, 1963);
■^Florence
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overcoming some of these problems still exist since the
sheer complexity of our society today has helped to make
the analysis increasingly "confused and confusing."
One can become easily accustomed to the idea that
education is that "something" involving the school system.
Even more fashionable, the news media has placed great
stress upon the importance of an education to "get a good
job" in our society.

Even though there is some merit to

these suggestions, this particular emphasis has had as one
of its less wholesome results preoccupation with a formal
structure that, in its more extreme phases, has tended to
regard the culture itself as incidental to the system .^
There is an increasing need today for both the
educator and the sociologist to realize the power of educa
tion to create something new, and not merely perpetuate
something old.2®

For example, if the disadvantaged child

and, Bernard Goldstein, Low Income Youth in Urban Areas;
A Critical Review of the Literature, (New York: Holt,
Rinehart, and Winston, Inc., 1967), Chapter 2.
19

Charles S. Johnson, Education and the Cultural
Crisis, (New York: The Macmillan Company, 1951), p. 1.
20Margaret Mead, "Our Educational Emphases in Primi
tive Perspective," The American Journal of Sociology, Volume
XLVIII, Number 6, (May 1943), p. 633.
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is to profit from his educational experience, that experi
ence must reflect an imaginative use of education as
21
creation rather than indoctrination.

This challenge has

been vividly described as follows:
Our rapidly developing, complex, urbanized, in
dustrial society requires that every functioning
member be literate, responsive to rapid changes in
every aspect of life and work, and capable of learn
ing and relearning relatively complex skills and
ideas as minimal prerequisites for economic security,
social responsibility, and mature independence.
The
public schools must bear the major burden of train
ing children to be functioning members of such a
society. The public schools, therefore, cannot be
selective, but must be particularly concerned with
the life and career potentials of those youngsters
who are adversely affected by the present school
program and social climate. The contemporary focus
of the educational system must emphasize raising
both the aspiration and the achievement levels of
the group of children who have been ignored, re
jected, or placed in a marginal position relative
to their more advantaged classmates.^

SUMMARY

We may be tempted to believe, as W. I. Thomas
and Florian Znaniecki (1927) observed almost forty

^ Ibid. , p. 638.
^^Sandra A. Warden, The Leftouts; Pisadvantaged
Children in Heterogeneous Schools, (New York: Holt, Rinehart,
and Winston, Inc., 1968), p. 13.
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years ago, that we know social reality because we
belong to a society. We may similarly be tempted
to believe that we know educational reality be
cause we have been educated.^3
Brim has stated that with respect to educational aims,
sociology has given its weakest

p e r f o r m a n c e . ^ 4

H e

^ a s

^ n

_

dicated that the most important tradition in the sociologi
cal analysis of the aims of education has been the study of
the relation between such aims and the basic values of our
society.

Supporting evidence has offered the notion that

the aims of education are in the last analysis prescribed
and legitimized by the society in which our educational
institutions exist.
A recognition of this challenge for sociology has
brought efforts within recent years to establish a legitimate
basis for a sociological analysis of specific educational
problems within our society.

Thus, sociologists have come

to regard education and the learning experience as a dis
tinctively social phenomenon that is amenable to objective

23Dorothy Westby-Gibson, Social Perspectives in Edu
cation, (New York: John Wiley and Sons, Inc., 1965), p. 5.
240rville G. Brim, Jr., Sociology and the Field of
Education, (New York: Russell Sage Foundation, 1958), p.
15.
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scientific analysis.
However, sociologists today are probably more con
cerned with building a body of verified knowledge about the
educational experience rather than applying their findings
and conclusions to the concerns of the educational practitioner. 2 5

This has sometimes lead to a conflict of interest

between the two disciplines, but this will not be reiterated
here as it has been ably described elsewhere.

26

2S

It should be recognized that one of the objectives
of the Southwest Educational Development Laboratory is to
use an interdisciplinary approach in their study of the
disadvantaged child, thus enabling the sociologists, psycho
logists, and educators to coordinate their efforts in the
study of this social malady of our public schools today.
26See Donald A. Hansen, "The Uncomfortable Relation
of Sociology and Education," in Donald A. Hansen and Joel E.
Gerstl (editors), On Education; Sociological Perspectives,
(New York: Wiley, 1967).

CHAPTER IV

POVERTY:

A SOCIAL MALADY OF THE DISADVANTAGED

Poverty has many faces.
many types of deprivation.

It is a generic term for

Its roots penetrate deeply and

affect many elements of society.

It is an elusive phenomena

describing the material conditions of life, of psychic
travail, of the multiproblem family and individual, and
frequently a contributor to dysfunctional behavior.

Yet to

measure even the material dimensions of poverty is a most
difficult task, for there exists no universally accepted
definition of poverty.
Thus, the state of poverty can be seen as a continu
um rather than a point on an absolute scale.

The condition

is always defined in relation to a variety of quantitative
and qualitative criteria which changes as societies and
cultures change.

Hence, the poor are the deprived in com

parison with the comfortable, the affluent, and the opulent.

■^Charles A. Valentine, Culture and Poverty, (Chicago
The University of Chicago Press, 1968), pp. 12-14.
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Keyserling has stated that poverty is having too
little of what is considered to be the basic necessities
of life within our society.

This usually means being in

want of something that is needed, desired, or generally
recognized as having value.

However, since there are vari

able degrees of poverty, this definition should be interpreted within the context of "relative deprivation."
It is sometimes extremely difficult to determine
precisely where poverty begins.

Poverty has been described

as a social malady that represents the "human condition"
of millions of people of the past and present.

The im

mediate concern of sociologists studying poverty in the
United States is the fact that it has touched about one out
of every four persons in this country —

the "Disadvantaged

Americans" are included in this group.

^See Alvin L. Bertrand, "Poverty: A Sociological
Perspective," a paper presented before a meeting of the Uni
versity of Southwestern Louisiana Sociology Club,(October
1965).
■^Michael Harrington has stated that between twenty
to twenty-five percent of the American people are poor. They
have inadequate housing, medicine, food, and opportunity.
See Michael Harrington, The Other America, (Baltimore:
Penguin Books, 1963), p. 178.
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The great mass of persistent poverty is found in
huge rural and urban slums and tenaciously survives re
habilitation efforts —
since the Roosevelt era.

some of which have been in effect
Often the backwoods whites and

the Negroes pour from the countryside into the already
teeming city slums.

This section of destitute humanity

frequently amalgamates into a grim new subculture of want,
a subculture supported, increasingly, by a dismal welfare
program designed to perpetuate a barren existence without
work, wages, purposefulness, or even the hope of rehabili
tation.^

It is frequently in this environment that the

disadvantaged try to rear their children.
The decade of the sixties has been a period of
rapid social and economic change in our nation.

Today,

there is a revolution of rising expectations as more and
more people (particularly "minority groups" and the

^Harry Caudill, "Reflections on Poverty in America,"
New Perspectives on Poverty, edited by Arthur B. Shostak and
William Gomberg, (Englewood Cliffs: Prentice-Hall, Inc.,
1965), p. 7. Also, for additional information, see Harry
Caudill, Night Comes to the Cumberlands. (Boston: Little,
Brown, and Company, 1962).
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"disadvantaged") are determined to share the fruits of
technological change in this country.

These changes have

had a startling impact on everyone caught in their tide,
especially the aforementioned groups.

A SOCIOLOGICAL PERSPECTIVE OF POVERTY
AS IT AFFECTS THE DISADVANTAGED

There are a few irreducible assumptions and per
spectives that should be grasped if the problem of poverty
is to be understood.

In order to better comprehend the

poverty problem as it affects the disadvantaged, the fol
lowing points are offered for further clarification:
1.

Any poverty-line definition of the poor is rela
tive to time and place and is more a reflection
of political and cultural assumptions about the
poverty than of any absolute economic reality.
The poverty line is a pragmatic device to separate
affluence from poverty and may not have any psy
chological meaning for the poor themselves.

2.

Identification of the many varieties of poverty
is important but explains little about the causes
of poverty. Far more important in a causal ana
lysis is the need to analyze institutional
processes in our society that may intentionally
or unintentionally cause and sustain poverty.

3.

There is a political economy of poverty where com
munity and national patterns of resource alloca
tion are determined by the special interests and
needs of a select number of groups. The tendency
is to rigidify patterns of resource allocations
that discriminate against the poor and deny them
the means to break the poverty pattern. This has
the consequence of producing and sustaining certain
poverty roles in the society.
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4.

The causal argument in poverty should proceed from
social structure to personal characteristics,
rather than vice versa.
The popular tendency is
to attribute the causes of poverty to personal inadequancies rather than to inadequacies of op
portunity.
Thus, the unemployed poor are frequent
ly explained by low motivation or personal apathy
rather than by impediments (for example, exaggerat
ed skill requirements and race discrimination)
that are posed by a restrictive opportunity
structure.

5.

The reduction of poverty is made more difficult by
a series of stereotypes about the life of the poor
that dominate the attitudes of the American middleclass.
Behavior, norms, and values of the poor are
evaluated by criteria based on middle-class experi
ences and socialization.
Skills, competencies,
and social patterns of the poor may either be in
visible or condemned because they cannot be under
stood within the framework of middle-class life.^
Considerable attention has been focused upon the

"disadvantaged" family as one that has been directly affected
by the presence of poverty.

In writing about these families

that have experienced poverty, social scientists are often
quick to emphasize instability and a lack of direction.
However, according to Oscar Lewis, their behavior is clearly
patterned and reasonably predictable.

In fact, he states

C
Louis A. Ferman, Joyce L. Kornbluh, and Alan Haber
(editors), Poverty in America, (Ann Arbor: The University of
Michigan Press, 1968), p. xxi.
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that he has often been struck by the inexorable repetitious
ness and the iron entrenchment of their lifeways.^
In keeping with this description, it can be stated
that "poverty-stricken" families have attributes, charac
teristics, and problems peculiar to them because of their
economic, social, and educational backgrounds.

With regards

to the disadvantaged, the term "poverty-stricken" could be
used to refer to those families who are "culturally dif
ferent" because of their low income and socially different
background.^

This situation often becomes worse with each

passing generation; as there develops a wider gap between
the "haves" and the "have-nots" in our society, a condition
is developed whereby poverty breeds poverty!

/T
Oscar Lewis, "Poverty as a Source of Lower-Class
Subculture," Comparative Perspectives on Marriage and the
Family, edited by H. Kent Geiger, (Boston: Little, Brown,
and Company, 1968), p. 214.
7

It should be pointed out that the terms "povertystricken," "underprivileged," "culturally deprived," and
"culturally disadvantaged" are frequently used interchange
ably for a variety of language rather than distinction in
basic meaning.
However, there is less than total agreement
with this practice.
See Helen E. Rees, Deprivation and
Compensatory Education: A Consideration, (Boston: Houghton
Mifflin Company, 1968), pp. 8-9.
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SELECT THEORIES CONCERNING POVERTY

The Cycle of Poverty.

Poverty that manages to per

petuate itself from one generation to another is a problem
of major concern today.
has many causes.
—

This so-called cycle of poverty

Among them are specific cultural patterns

e. g., the ways in which parents in very poor families

rear their children and relate to each other.
The disadvantaged family caught in a cycle of poverty
usually does not cherish childhood as a specially prolonged
and protected stage of the life cycle.

While each family

has its individual style of learning, research findings
indicate that certain child-rearing patterns tend to be more
characteristic of lower-class than of middle-class parents.

O

When the child-rearing patterns of the disadvantaged are
compared with those which are known to be essential to edu
cational achievement, the contrast is striking.

Very poor

families who are disadvantaged tend to rear their children
in ways that appear to be prejudicial to their social

^Catherine S. Chilman, "Child-Rearing and Family
Relationship Patterns of the Very Poor," Welfare in Review,
Volume III, Number 1, (January 1965), pp. 9-11.
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acceptability in the average middle-class group, which
helps to contribute ultimately to their failure in school.
One of the approaches to an expansion of social and
economic opportunities for the very poor consists of a
variety of programs directed, at least initially, toward
helping families to adopt a life style which would be more
effective in coping with the demands of an increasingly
urban, technical, and complex society.

In order to achieve

this objective, an effort must be put forth to eradicate the
cycle of poverty:
The overwhelming characteristic of the current
poverty problem is its tendency to persist over time,
a situation that has been referred to as the cycle
of poverty. It is difficult to argue that poverty
today is a transitory thing that affects individuals
only temporarily during parts of their lives or
strikes sporatically during periods of dramatic shifts
in the economy.
Rather, thousands of people are born
poor, live poor, and die poor.
Even worse, their
children have little hope of escaping and many will
be doomed to repeat the cycle.^
Poverty as a Paired Concept.

There are numerous ways

in which one could study poverty and its effect upon the

9
Howard E. Freeman and Wyatt C. Jones, Social Prob
lems ; Causes and Controls, (Chicago: Rand McNally and
Company, 1970), p. 86.
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disadvantaged family in our society.

Some sociologists

prefer to study poverty as part of a paired concept, or
what might be labeled "ideal types."

Bendix and Berger

have elaborated upon the usage of ideal types in building
sociological theory.'*'®
The sociologist can find numerous pairings that would
be appropriate here:

"poverty" versus "affluence," the

"have-nots" as against the "haves," and the often heard ex
pression —

"the wrong-side and the right-side of the tracks."

Implied in all of these common-sense pairings with poverty
is the reference to some aspect of social differentiation.
For example, to be more specific, the contrast between the
"haves" and the "have-nots" implies that some segments of
society are privileged or underprivileged concerning the
possession of something of social value.'*''*'

■*"®Reinhard Bendix and Bennett Berger, "Images of
Society and the Problems of Concept Formation in Sociology,"
Symposium on Sociological Theory, edited by Llewellyn Gross,
(New York: Harper and Row, 1959), p. 98.
11See Robert Marsh Kloss, The Concept of "Poverty"
in Sociology: A Profile of Poverty in East Baton Rouge
Parish, Louisiana, unpublished Master of Arts thesis, Louisi
ana State University, Baton Rouge, Louisiana, 1967.
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Coser1s View of Poverty.

According to Coser, the

status of the poor can be negatively determined by what the
status-holder does not have.12

Often the poor and the dis

advantaged remain invisible to the public eye, a theme ex
pressed in Harrington's book entitled The Other America.
Coser has hinted that the poor frequently remain visible
only to the social workers and welfare agencies in our
society.12
. . . the poor emerge when society elects to recog
nize poverty as a special status and assigns specific
persons to that category. . . . What is sociologically
relevant is poverty as a socially recognized condition
. . . a property of the social structure.14
Lewis 1s View of Poverty.

Coser's idea that poverty

represents a stratum determined by what these people do not
have has drawn a sharp reaction from Oscar Lewis.

He (Lewis)

has insisted that one must distinguish between "poverty"
and the "culture of poverty."

This latter phrase signifies

a culture in the traditional anthropological sense for Lewis:

l2Lewis A. Coser, "The Sociology of Poverty," Social
Problems, Volume XIII, Number 2, (Fall 1965), pp. 141-145.
13Ibid., pp. 141-145.
l^Ibid., p. 141.
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. . . it provides human beings with a design for
living, with a ready-made set of solutions for human
problems, and so serves a significant adaptive func
tion. The style of life transcends national bounda
ries and regional and rural-urban differences within
nations. Wherever it occurs, its practitioners ex
hibit remarkable similarity in the structure of their
families, in spending habits, in their value systems
and in their orientation in time.
Lewis has shown that those who are poor and disad
vantaged —

the inhabitants of the lower socio-economic strata

of our society —

are not merely persons who think and act

like everyone else except that they don't happen to have as
much money.

In reality, their life style is quite different,

since they do live in a different culture —

a "culture of

poverty."
Much of the daily behavior that occurs in this
environment goes against the cherished ideals of the greater
society.

However, the disadvantaged who are caught in this

quagmire of poverty remain desperately poor in spite of all
the social and economic progress achieved by some parts of
America in this century.

15

Oscar Lewis, "The Culture of Poverty," Scientific
American, Volume CCVL, Number 4, (October 1966), p. 19. Also,
see Oscar Lewis, "The Culture of Poverty," Poverty in Ameri
ca , edited by Louis A. Ferman, Joyce L. Kornbluh, and Alan
Haber, (Ann Arbor: The University of Michigan Press, 1968),
pp. 405-415.
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One of the most discouraging features of the "cul
ture of poverty" is that it tends to perpetuate itself with
each succeeding generation.

Because of its low level of

organization (rarely reaching beyond the nuclear and ex
tended family), it frequently has a marginal and anachronis
tic quality that exists for future generations.

Hence, the

isolation of the poor with respect to the mainstream of
American life is a major contributing factor to this dilemma.
Provincial and local in outlook, these people frequently
know only their own neighborhood and their own style of

-^Ibid., p. 411. Perhaps one can further distinguish
between a "culture of poverty" and a "sub-culture of poverty."
If one can define poverty in a relative sense, then it ap
pears that each impoverished sub-culture might display unique
characteristics of its poverty.
In terms of etiology, it
is important to know whether? the sub-culture exists because
the institutionalized means for achieving normative cultural
goals are lacking or because the cultural goals themselves
are unknown to the poor.
The term "sub-culture of poverty"
is probably more appropriate for this investigation since
the very poor being described often subscribe at least par
tially to much of the middle-class culture while adapting
it to their own more disadvantaged position.
Hence, it is
possible that there are numerous sub-cultures of poverty
based on regional, ethnic, religious, and racial variation
within America. For additional information, see Alvin L.
Bertrand, Basic Sociology; An Introduction to Theory and
Method, (New York: Appleton-Century-Crofts, Inc., 1967),
pp. 94-95; and, Leonard Broom and Philip Selznick, Sociology,
(New York: Harper and Row, 1968), p. 71.
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In Lewis1 account of those who live in the "cul
ture of poverty" he pictures them as removed and
alienated, ignorant and uninterested, uninvolved and
apathetic toward all . . . dimensions of the wider
world.
In his words, "The lack of effective partici
pation and integration in the major institutions of
the larger society is one of the crucial characteris
tics of the culture of poverty. This is a complex
matter and results from a variety of factors which may
include . . . fear, suspicion, or apathy. . . ."I?

SOCIAL DIMENSIONS OF POVERTY

In essence, every person is molded by the culture in
which he l i v e s . E v e r y

individual is thus a product-in-

process of his biological make-up, his physical and social
environment, his past experiences, his present perceptions
and reactions, and even his future aspirations.

17

In fact,

Valentine, o£. cit., p. 59.

18"culture tends to be pervasive, touching every
aspect of life. The pervasiveness of culture is manifest
in two ways. First, culture provides an unquestioned con
text within which individual action and response takes place.
Even rational action is subject to the cultural definition
of what is a meaningful goal and what are available means.
Emotional responses are governed by cultural norms that
prescribe selective forms of emotion. . . . Second, cul
ture pervades social activities and institutions. There is
a strain toward consistency in culture — consistency of
perception and style, as well as of values." See Broom and
Selznick, o£. cit., p. 57.
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it can be said that every individual is a microcosm re
flecting the socio-cultural macrocosm wherein he was born
and lives.^
Mead insisted that meaning arises from and can only
be grasped in the dynamic process in which man and his
environment are integral polarities.^0

Hence, it can be

readily seen that the culture of the disadvantaged may be
viewed in terms of their efforts to cope with the surrounding
environment.

Many of these coping techniques are ineffective

or devious, of course, but it is felt that only if they are
seen in terms of an effort to grapple with the particular
social milieu in which they live can they be properly under
stood.

If one misses the essence of this struggle, the

attempts to combat the difficult environment, and instead
seizes upon the failures, the ineffectiveness, of those
whose "life chances" have been hampered by this environment;

19

Ben Kaplan, "Poverty: A Moral Perspective," a
paper presented at the annual meeting of the Louisiana Home
Economics Association in Alexandria, Louisiana, (September
1965) , p. 5.
20

Maurice Natanson, The Social Dynamics of George
H. Mead, (Washington, D.C.: Public Affairs Press, 1956), p.
7.
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one will not be able to understand the behavior of the
educationally disadvantaged or, at best, will see it from
only one perspective.21
The poverty plagued family in our society occupies
a marginal position in a class-stratified, highly individu
ated, industrial society.

Feelings of hopelessness and

despair arise from the realization by these people that
their "life chances" of achieving success in terms of the
prevailing values and goals of the larger community is rather
restricted.

The family caught in this unfortunate situation

is frequently frustrated and functions less efficiently;
consequently, any offspring from this home environment in
search of social mobility will find themselves at a distinct
disadvantage to compete for the so-called "good life."
The family caught in this dilemma often remains
deficient, and consequently, offers sub-standard "life
chances" to their offspring.

From an early age these dis

advantaged children frequently begin to feel that they are
destined to become aliens in their own society —

that their

2^Frank Riessman, The Culturally Deprived Child,
(New York: Harper and Row, 1962), p. 6.
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land of promise has broken its faith and betrayed them.
Thus, it can be seen that the disadvantaged caught
in this impoverished environment represent a self-perpetua
ting subsociety, somewhat heterogeneous, but externally
oppressed and exploited because of its defective and un
healthy subculture.

This may be further conceptualized as

follows:
1.

The disadvantaged are a structurally distinct
social group, and their life is therefore
situationally distinct from that of all other
subsocieties.

2.

The main distinctiveness of the subculture of
the disadvantaged is that it constitutes a dis
organized, pathological, or incomplete version
of major aspects of middle-class culture.

3.

Elements of pathology, distortion, and incomplete
ness in the life of the disadvantaged have their
source in the structure and processes of the total
social system, mediated by denial of cultural ad
vantages to them.

4.

The position of the disadvantaged is maintained
somewhat by the behavior of the more advantaged
social classes, acting in their own interests
as they see it, to preserve their assets by pre
venting a redistribution of resources.

5.

The subculture of the disadvantaged is selfgenerating in that socialization perpetuates both
the cultural patterns of the group and consequent
individual psychosocial inadequacies that block
most attempts to escape.
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Theories concerning the American poor and their
dilemma have been documented in numerous studies.

Thomas

Gladwin, in his book entitled Poverty U.S.A.,22 has indi
cated that poverty is being poor, despised, incompetent,
and powerless.

There are many who would argue that this

description readily applies to the disadvantaged.

SUMMARY

In this age the temptation is great to explain the
social problems of the American urban community (e. g., such
as the disadvantaged child) by focusing upon the problem of
poverty to the virtual exclusion of all other characteristics
of individuals and of the social structure.

It appears

that a many-pronged attack, systematically planned and
persistently applied on both the public and private levels
of our society offers the most hope for alleviating the
suffering of the disadvantaged caused by the shackles of
poverty.

22

See Thomas Gladwin, Poverty, U.£.A., (Boston:
Little, Brown, and Company, 1967); also, for additional
information concerning the dilemma of the poor, see Paul
Jacobs, et. alL. , Dialogue on Poverty, (New York: BobbsMerrill Company, Inc., 1967).
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Despite present technological potentialities, how
ever , the history of mankind reveals the continuity of this
particular scourge.

"Both a fatalistic acceptance of the

inevitability of poverty and an optimistic anticipation of
its extirpation have emerged paradoxically, from its long
continued presence."23

^ R o b e r t E. Will and Harold G. Vatter, (editors),
Poverty in Affluence: TheSocial, Political, and Economic
Dimensions of Poverty in the United States. (New York:
Harcourt, Brace, and World, Inc., 1965), p. 4.

CHAPTER V

METHODOLOGY

One should not blind oneself to a recognition of
the fact that human beings in carrying on their col
lective life form very different kinds of worlds.
To
study them intelligently one has to know these worlds,
and to know the worlds one has to examine them closely.
No theorizing, however ingenious, and no observance of
scientific protocol, however meticulous, are substitutes
for developing a familiarity with what is actually
going on in the sphere of life under study.1
One of the goals of this particular research effort
was to determine the effectiveness of utilizing new "experi
mental instructional materials" in mathematics with children
from predominantly disadvantaged homes.

A considerable

portion of this type of research to date has been "explora
tory" and mostly descriptive in nature.

Many of these

studies have attempted to investigate the relationship be
tween the child's educational development and his home
environment by using general sociological characteristics,

Herbert Blumer, Symbolic Interactionism; Perspec
tive and Method. (Englewood Cliffs: Prentice-Hall, Inc.,
1969) , p. 39.
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such as social class, father's occupation, parents' educa
tional level, etc., as measures of the home environment
that probably affect the motivation of the child to achieve
in the classroom.

While status characteristics have shown

some important relationships with respect to educational
development, a substantial portion of the variability still
remains unexplained.

Thus, it is evident that a real need

exists for empirical studies to be initiated that will at
tempt to explain this variability.
Many studies dealing with the culture and social
environment of the disadvantaged have been based on obser
vation techniques, with insufficient consideration given
to issues of reliability and observer bias.

Although

valuable insights can be gained from such methods, there is
a strong tendency to make global generalizations that lack
adequate support.^
Limited use has been made to date of standardized
tests in combination with a sociological investigation of
the social and cultural milieu in which disadvantaged children

Catherine S. Chilman, "Child-Rearing and Family
Relationship Patterns of the Very Poor," Welfare in Review,
Volume III, Number 1, (January 1965), p. 9.
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live.

While such tests have their shortcomings, including

middle-class cultural bias, more explorations are warranted
to determine their value in assessing the academic achieve
ment of students exposed to the "reality" of living in a
sub-culture of poverty.
Although studies to date regarding the notion of
academic achievement among the culturally disadvantaged
in our society are limited in number, coverage, and method
ological orientation, it is apparent that there presently
exists a need to extend the scope of these studies by
empirical investigation of the phenomena at hand.

This

study represents an effort to overcome some of these
limitations, at the same time realizing that it will also
be limited to:

a specific subject matter, a specific

student population, at a specific time, and in a specific
location.

Nevertheless, it is in reference to this over-all

^Caution should be exercised in stereotyping all
members of the same group by cultural characteristics. Most
individuals belong to a number of subcultural groups and
quite probably draw attitudes and values from each of them.
It would appear justified to bear in mind that individual be
havior is a product of multiple causation. Other factors
include the individual's physical constitution, his particu
lar life experience and current situation, and, not the
least of all, his level of intellectual functioning. For
additional information, see Chilman, o£. cit., p. 10.
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objective of adding to a current body of knowledge concerning
the disadvantaged student that the material submitted here
with is devoted.^

THE RESEARCH SETTING

One of the more important decisions that was en
countered by the administrative staff of the Southwest
Educational Development Laboratory early in this project
was the exact location for introducing the new instructional
materials in mathematics.

After very careful consultation

with public school officials in East Baton Rouge Parish,
Louisiana, it was decided that this particular parish (county)
would provide an ample setting for research in the topic
being considered.

Consequently, a program was initiated in

East Baton Rouge Parish in September, 1968, in an effort to
develop programmed materials which might improve the presenta
tion of mathematics and, at the same time, more effectively
reach children from disadvantaged backgrounds by enabling

^Needless to say, it is recognized by this writer
that many of the findings that will be summarized in this
investigation may be changed or modified with time and fur
ther research.
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them to correct any mathematical deficiencies that were
evident.^

See Figure I for location of the sample area.

East Baton Rouge Parish . . . has 15 high schools,
16 junior high schools, and 72 elementary schools
which accommodate a public school population of
63 ,700 students.
Baton Rouge is the seat of East Baton Rouge Parish
and the Capitol of Louisiana.

It is the home of Louisiana

State University and Southern University, two of the South's
most prominent educational institutions.

Additionally the

city today serves as part of a major "petro-chemical
complex" for this region of the United States.

It is lo

cated on the east bank of the lower Mississippi River in
the south central part of Louisiana just eighty miles north
west of New Orleans.

^"Writing teams" employed by the Southwest Education
al Development Laboratory met in Austin, Texas, during the
summer of 1968 in an effort to develop the new "experimental
instructional materials" in mathematics that were to be uti
lized for this study. These materials were prepared for
children at the second, fourth, and seventh grade levels.
The ultimate goal of the Laboratory was to develop such
materials for all twelve grades in the public school system.
6Baton Rouge, a Brochure prepared by the Baton Rouge
Chamber of Commerce, Baton Rouge, Louisiana, 1969, p. 2.
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In 1970, East Baton Rouge Parish and metropolitan
Baton Rouge fully reflect the technological and social
changes of the twentieth century.

However, even in the

midst of affluence, there are several "pockets of poverty"
which still exist in the city and the surrounding parish.
In considering the parish as a social unit by it
self, there is a general contention that low income, low
education, manual occupations, and being non-white "go
together."

7

Nevertheless, poverty in this area is not

restricted to the color-line, e. g. , over one-tenth of the
white families in the parish in 1960, according to the
United States Census, earned under $3000 a year.

7

East Baton Rouge Parish had a total population of
230,058 in 1960. Considering the parish as a whole for that
year, the Negro population alone came to 72,993 (31.8 per
cent).
It is interesting to note that 50.4 percent of the
so-called "non-white" population in East Baton Rouge Parish
did have an annual income of less than $3000 according to
the 1960 United States Census. At that time, only 17.1
percent of the non-white parish population (twenty-five
years old and oyer) had completed high school. Hence, this
observation would partially explain why 86.2 percent of the
manual labor force in the parish in 1960 was non-white. For
additional information, see the United States Censuses of
Population and Housing: 1960.
Census Tracts.
(Washington:
United States Bureau of the Census, Final Report PHC (1)-14.
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The progress which has been made in the development
of Baton Rouge and East Baton Rouge Parish in recent years
has almost overshadowed some of the residual problems which
remain to be confronted (and solved) by the local citizenry.
The topic of this investigation is one such area.

A RATIONALE FOR THIS INVESTIGATION

The intellectual development of the child, which
contributes to his educational progress, is also influenced
by the characteristics of his environment.

The environ

ment may be regarded as a "totality," and its effects on
the development of various human characteristics viewed as
being basically the same.

However, in contrast to this, the

environment may be seen as providing a unique set of cir
cumstances for each child's development.

If one accepts

the latter viewpoint, it is apparent that major changes may
take place in the child's development as a result of a single
experience.8

8Evidence is available which strongly suggests that
individuals undergoing similar experiences tend to be in
fluenced in similar ways. For additional information, see
P. H. Mussen (editor), Handbook of Research Methods in Child
Development, (New York: John Wiley and Sons, 1960), pp.
918-1013.

91

A slightly different perspective has been taken in
this present investigation, namely, that the total environ
ment may be conceived of as consisting of a variety of sub
environments which influence the development of specific
human characteristics.

Furthermore, this conception of the

environment reduces it, for purposes of analysis, to those
environmental variables which are related to the development
of a particular characteristic, e. g., the educational de
velopment of specific family members.^
Research by Thorndike has indicated that the greatest
proportion of mature intelligence is developed before the
age of t e n . ^

This would suggest that studies concerned

with the development of certain mental skills should focus

9
This conception of the environment suggests that
the environment for the development of particular charac
teristics may be regarded as providing a network of forces
and stimuli which act upon the individual and influence the
development of that particular characteristic. Needless to
say, the environment responsible for the development of
another characteristic would consist of another set of con
ditions in the total environment.

■^See Edward Lee Thorndike, The Measurement of In
telligence , (New York: Columbia University, 1927).
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upon an investigation of the environment of young
children.^
Anastasi has emphasized the need for research con
cerning how environmental variables operate in the develop
ment of behavioral differences.

She has suggested that

research offering promising techniques for exploring this
modus operandi should include the study of "cultural dif
ferences in child-rearing practices in relation to intel
lectual development."12

This Present study is oriented

toward the identification and measurement of "select"
independent variables in the home environment of disadvan
taged children that are hypothesized to relate to academic
performance in mathematics. 13

11It would be highly desirable to begin this kind of
investigation during the pre-school years. Training in the
home during these formative years can be very crucial for
subsequent scholastic achievement in the classroom. Needless
to say, it would be considered appropriate to continue a
study of this nature through the elementary and junior high
school years.
^ A n n e Anastasi, Differential Psychology,
Macmillan, 1959), p. 207.

(New York:

The development of environmental measures has
received too little attention in the past since the educa
tional and psychological testing movement generally focused
on the measurement of individual differences, with little
corresponding effort on the measurement of environmental
differences.
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It was proposed for this study to explore the pos
sibility of investigating the "home environment" by means
of a direct approach.

One important departure from some

of the existing methods of studying these children's home
background was that instead of describing the home environ
ment in strictly terms of the general status characteris
tics (such as social class, father's occupation, parent's
educational level, or annual family income, etc.,), it
was planned not only to collect this information but also
to study the home environment in terms of relevant processes
which might be considered to play a meaningful role in the
development of certain attitudes toward school and academic
achievement in general.

Additionally, it was proposed to

study a specific component of the total home environment,
termed the educational environment, which may be related to
the subsequent educational behavior of the child.

14

3-^Webster's New World Dictionary (College Edition)
defines environment as "all the conditions, circumstances,
and influences surrounding, and affecting the development
of an organism. . . . "
Thus, it can be postulated that the
educational environment refers to all forms of sociopsychological stimuli in the total environment which affect
the educational achievement of the child. This type of en
vironment may be present in the school, in the home, and
also in the community.
However, for purposes of this investi
gation, attention will be focused entirely on the home en
vironment. Thus, the home environmental variables that have
been selected for this investigation were chosen to compli
ment a body of existing research literature on learning,

The study of the educational environment in the
home in terms of "select" independent variables should
prove useful in several respects.

Initially, it should

help to explain a substantial proportion of the vari
ability in educational achievement among children.

1't

should also add to a body of existing knowledge concerning
the present techniques utilized in academic prediction,
and in so doing, possibly enhance their precision.

And,

not the least of all, it should provide the educator and
the sociologist with some insight regarding the dynamics
of the educational partnership between the home and the
school, e. g . , it may provide valuable suggestions for the
formulation of more realistic programs of instruction.
The researcher interested in the identification and
measurement of environmental variables will confront at

motivation, child development, socialization, and so forth.
They are specific processes or forces which offer supple
mentary information to the usual data on status character
istics ordinarily collected in a study of this type.
It
is hoped that these variables represent a significant por
tion of the educational environment in the home, with the
purpose of studying their relationship relative to the
academic achievement of the child in a select discipline,
i. e . , mathematics.
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least three obstacles.

The first is likely to be the identi-

fication of the environmental variables themselves.

15

Variables should be identified by methodological procedures
that are consistent with existing theory and research.
Secondly, the variables to be selected should represent
ongoing processes in the home environment of these children
which have directly influenced the development and maintenance
of certain intellectual skills.

Thirdly, the researcher

should consider those environmental variables which are
likely to be somewhat "stable" over time rather than those
which are likely to be transitory.

Thus, the major objec

tive of this study has been to identify "select" independent
variables prevalent in the home which meet the aforementioned
criteria.

IC

No claim is made that the variables consxdered are
the only ones which might be relevant or even the most im
portant.
However, it should be remembered that this was an
early phase of a planned continuing project and these
variables should, hopefully, provide direction for further
investigation.
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ASSUMPTIONS AND LIMITATIONS FOR THIS
STUDY

There are a few major assumptions underlying this
research.

The first assumption concerns the so-called

"stability" of the home environment.

It is assumed that

the environmental variables selected for this study are
fairly stable ones.
A second assumption involves the nature of the in
formation to be obtained about the home environment.

The

present investigation represents an attempt to secure data
about the nature and quality of those aspects of the home
environment which are related to the development and main
tenance of certain intellectual skills for a specific
academic discipline, i. e . , mathematics.
A third assumption is that the total environment
in the home is composed of a variety of different "sub
environments."

The educational environment is one such

component of the total environment.

16This investigation was begun by regarding environ
ments as having a number of highly specific characteristics
and as a result having highly specific consequences for the
intellectual growth of the child. However, it is also
agreed that two environments which are similar in many
characteristics and different in a few characteristics may
have enormously different effects on the children who live
in them. Thus, the "whole" is likely to be far more than a
simple summation of "parts."
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A fourth assumption is that it is possible to iso
late a specific "sub-environment" of the total home
environment for the purpose of a sociological evaluation
and analysis.

This is necessary since the total environment

per se is considered far too complex to study fruitfully by
existing research methods.

17

A fifth assumption is that the child interacts with
the educational environment in the home.

This is essential

before the environmental variables that are present can be
influential in the formation of the child's attitude toward
school and the necessity for academic achievement.

18

A sixth assumption is that the influence of the
environment on the intellectual development of the child is
greatest during early childhood.

These formative years

appear to be very crucial in determining the subsequent

17
•^'The
strategy of research on environmental variation
should probably begin with an attempt to describe and measure
specific characteristics of a particular environment and
then proceed to the consequences of various combinations of
these specific characteristics.
Hence, it is again recogniz
ed that the sum of the parts of the total environment does
not necessarily make for the whole.
•

^■®It was necessary to exclude the child from the
"interviewing" when investigating the home environment, rather
an effort was made to concentrate on the social milieu in
which he lives.
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educational progress of the child. 19
There are some delimitations to the present investi
gation.

Evidence of any potential relationship between the

selected independent variables and abademic achievement in
mathematics cannot be interpreted in this study in strict
cause-and-effect terms.

While an effort has been made to

determine whether any relationship might exist between vari
ous home environmental variables and the actual performance
of the children in the area of mathematics, no cause-andef feet relationship is ever implied.^0

Thus, this research,

by itself, cannot propose to answer fully the question con
cerning the explicit environmental causes of academic
achievement.

Nevertheless, the results of the present in

vestigation, combined with the "findings" of other research
in this area, can lead to an increased understanding of the

19 This assumption provided one of the bases upon
which it was decided to choose the sample for this present
study from elementary and junior high school children, i. e.,
specifically, children from the second, fourth, and seventh
grades.
20
For example, if a relationship were to be found be
tween the education of the parents and the actual classroom
performance of the children, this would not "prove" that
Variable A "caused" Variable B. For a discussion of the
nature of associational and correlational measures in statis
tics, see: John H. Mueller and Karl F. Schuessler, Statisti
cal Reasoning in Sociology, (Boston: Houghton Mifflin
Company, 1961), pp. 238-336.
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antecedents of academic achievement and the process by which
certain mental skills are developed and maintained.
A second possible delimitation to the present study
is the particular discipline that was selected to measure
academic achievement, i. e . , mathematics.

It is quite

probable that mathematics is not a "typical" subject for the
grade level of children being tested.

Although both sexes

are included in this study, it may be that a difference in
the maturation between boys and girls at this age could pos
sibly influence their receptivity to the usage of "experimen
tal instructional materials" in the area of mathematics.
Thus, there remains the possibility that a different sub
ject selected for this evaluation might have altered some
of the findings to be presented here.^l
A third delimitation to the present study is the
restriction of research efforts to a study of children from
the second, fourth, and seventh grades. 22

It would be

21

This is a perpetual problem m. attempting to guage
academic performance on the bases of achievement (or lack
of achievement) in a particular discipline — to the virtual
exclusion of the attainment of the child in other subjects.
However, the same problem might be encountered if the subject
selected had been English, Spelling, Reading, History, etc.
Thus, the researcher cannot make global generalizations from
his findings in such a testing situation.
22The decision regarding the actual grades to be
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desirable to extend this coverage to other grade levels.
A fourth delimitation is that no suggestion is being
made that knowledge of such information as has been gathered
here will solve the problems experienced by these children.
Many, perhaps even most, of these factors are beyond the
control of the school or the teacher.

They cannot go into

the homes of their students and change the attitudes or
behavior of their parents, but they can gain insight into
the nature of the problems that they face —

insights which

aid in effecting partial solutions within those areas where
they do have some control.^3

included in this investigation was made by the Executive
Committee of the Mathematics Project, representing the
Southwest Educational Development Laboratory; and, this
decision was endorsed by the East Baton Rouge Parish School
Board Project Management Committee. The rationale for se
lecting these particular grades was supported by the desire
to continue the mathematics program until every grade from
the first through the twelfth had been exposed to the "ex
perimental curriculum materials."
23

See J. Rex Enoch, Nathan W. Gottfried and Jerald
0. Savelis, A Report of the East Baton Rouge Parish Mathe
matics Project, 1968-1969. An unpublished Report prepared
for the Southwest Educational Development Laboratory, Austin,
Texas, 1969, p. 9.
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PROBLEMS TO BE INVESTIGATED

In an attempt to study the educational environment
in the home of culturally disadvantaged children, the fol
lowing problems were undertaken for investigation:
1.

The identification of those independent variables
that seem to constitute whatever educational en
vironment exists in the homes of culturally dis
advantaged children.

2.

The analysis of any potential relationship between
the educational environment in the home and the
academic achievement of the child in a select
discipline,!, e . , mathematics.

3.

The analysis of any potential relationship between
the independent variables that were selected to
represent the educational environment in the
home and different biographical factors for mem
bers of the household.

4.

The identification of those factors present in
the home environment which encourage or impede the
usage of "experimental curriculum materials" in
mathematics for the children involved in that
household.

THE RESEARCH HYPOTHESES

In consideration of the aforementioned problems to
be investigated, the following "research hypotheses" are being
set forth for empirical validation:
Research Hypothesis !E. The academic achievement of a
child in mathematics is positively influenced by the
existence of a high achieved socio-economic status for
his mother.
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Corollary A of Research Hypothesis 1^. The academic
achievement of a child in mathematics is positively
influenced as the level of educational attainment
for his mother increases.
Corollary B o£ Research Hypothesis I_. The academic
achievement of a child in mathematics is positively
influenced as the occupational status of his mother
increases.
Corollary C ojf Research Hypothesis 1_. The academic
achievement of a child in mathematics is positively
influenced as the level of the family annual income
increases.
Research Hypothesis II. The academic achievement of a
child in mathematics is positively influenced as the
mother's evaluation of the local school system becomes
more favorable.
Research Hypothesis III. The academic achievement of a
child in mathematics is positively influenced as his
mother's involvement in his education increases.
Research
child in
mother's
ment" in

Hypothesis IV. The academic achievement of a
mathematics is positively influenced as his
provision of a favorable "educational environ
the home increases.

Corollary A of Research Hypothesis IV. The academic
achievement of a child in mathematics is positively
influenced as his mother's stress on achievement
increases.
Corollary B of Research Hypothesis IV. The academic
achievement of a child in mathematics is positively
influenced as his mother's emphasis upon "mathematics
learning" in the home increases.
Corollary C of Research Hypothesis IV. The academic
achievement of a child in mathematics is positively
influenced as his mother increases the level of
"Independence Training" in the home.
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SIGNIFICANCE OF THE STUDY

The significance of the present investigation is
three-fold:

theoretical, methodological, and practical.

First, its theoretical significance begins with a study of
select independent variables in the home environment of
culturally disadvantaged children which possibly relate to
academic achievement in the field of mathematics.

This

may lead to a better understanding of the antecedents for
achievement within the classroom.^
The methodological significance of this study is
based upon the particular sociological approach that has
been utilized in this investigation.

While there are many

instruments to measure characteristics of the individual —
there are a limited number of methodological "tools" for
measuring the so-called home environment.

Such measures as

do exist are usually "descriptive" in nature and are limited
to a narrative index of the general merit of the environment.
The present study has emphasized a particular human charac
teristic

(achievement motivation), and the identification of

^ S u c h information can aid in the eventual under
standing of the process by which the environment affects
the development and maintenance of certain intellectual
skills.
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select environmental variables in the home that possibly
affect the development of that particular characteristic.
Hence, a relatively new and potentially useful way of view
ing and measuring environmental variables may provide some
impetus for innovation in our research methods in this area.
The practical significance of the present study lies
in the development of a specific research instrument for the
measurement of certain aspects of the home environment which
are related to academic achievement in mathematics, and the
consequences of such an approach for the improvement of the
environment.

25

Needless to say, the study of such variables

provides an opportunity for assessing the culturally disad
vantaged child's present environment for the purpose of
identifying deficiencies in it.

Insofar as the development

of a particular child's intellectual skills is concerned,
this should provide encouragement for selecting or "creating"
a home or educational environment designed to remedy such

^~*The development of an effective research instru
ment for the measurement of environmental variables can
furnish a new dimension to studies of the prediction of aca
demic achievement at a future point in time by furnishing
valuable information about the environment in which individu
als live and interact.
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deficiencies.

Thus, it would appear that the potential

usefulness of the present study would be significant for
the parents of the children concerned.

The vital importance

of the home in molding the educational behavior of the child
has been long recognized; however, how this influence is
created and sustained over time has not been clearly
spelled out.

It is hoped that this investigation can add

some insight into this phenomena.^6
The environmental measures may prove useful to the
classroom teacher in understanding differences in achievement
among certain students.

In a practical sense, when the

children having comparable socio-economic backgrounds differ
markedly in educational achievement, the comparison of their
environmental measures in terms of the educational environ
ment of the home may provide probable explanation for the
difference.

Thus, data regarding the educational environ

ment in the home is likely to provide new meaning to the

26

The description of the educational environment
in the home in terms of select independent variables and
their characteristics might suggest how parents can produce
a more stimulating educational environment in the home for
their children. However, it is recognized that some of these
answers may have to await confirmation by similar studies in
the future.
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interpretation of the educational levels of the individual
children.

THE RESEARCH DESIGN

As mentioned earlier, the actual selection of East
Baton Rouge Parish, Louisiana, as the second location for
this particular research effort had been decided by adminis
trative officials of the Southwest Educational Development
Laboratory.

However, the selection of the schools in East

Baton Rouge Parish (county) that were to be utilized for
this investigation (both experimental and control schools) ,
and the teachers and specific classes to be included was a
decision that was made jointly between the Laboratory and
the superintendent of schools for that parish.
The schools selected had to represent low-income
areas since the materials were being designed for use with
children of poor socio-economic

27

backgrounds.

Also, it was

Again it should be emphasized that the actual
selection of the schools to be included in this investigation
was decided jointly between the Southwest Educational Develop
ment Laboratory and the Superintendent of Schools for East
Baton Rouge Parish. Although most of these schools did con
tain students from impoverished homes, the entire student
population did not always fit that category. One of the
problems of this investigation resulted from the fact that
these "paired" schools were in some cases not adequately
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very important that both Negroes and whites be represented
since the problems with which the project was concerned
were not limited to only one race (although Negroes were
certainly over-represented in these lower echelons).

Since

most of the schools in East Baton Rouge Parish still operate
on a segregated basis, it became necessary to take into
consideration more than one situation —
schools and white schools.

i. e . , both Negro

However, there was some

(though

modest) integration of some schools in East Baton Rouge
Parish in 1968; consequently, a third category —
"racially-mixed" school —

i. e . , a

was also considered worth investi

gating.
Since the grades involved in this project (second,
fourth, and seventh grades) were not all to be found in the
same schools, it became necessary to select an elementary
school (for the second and fourth grades) and a junior high

matched, thus, imposing additional difficulties to have the
kind of comparisons desired in the research design. Further
more, it was discovered that some of these schools did not
represent economically "deprived" areas. The Negro schools
were generally representative of low-income areas, however,
several of the white schools were "average" or even "above
average" in terms of the socio-economic status of the popu
lation of students that the school served.

108

school (for the seventh grade) in each of the three racial
categories, or six schools.

Also, to control somewhat for

the possible effect of the teacher in the presentation of
these materials, two teachers were to be utilized from each
school for each grade.

For the junior high schools, two

classes (or sections) for each teacher were included which
resulted in four classes from each of the six schools being
involved (or twenty-four classes).
In order to provide for some comparison of the per
formance of these children in the "experimental" schools,
(those utilizing the new "experimental instructional
materials" in mathematics), each school was paired with
another school in the same category and the same number of
teachers and classes were included.

These schools, labeled

as the "control" schools, were to utilize the regular in
structional materials in mathematics, but they were tested
for mathematical performance in the same way that the
"experimental" schools were tested.
There were forty-eight classes included in this in
vestigation (four classes in each of the twelve schools
selected), and standardized testing procedures appropriate
to each grade level were utilized to measure each child's
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performance in mathematics.
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The test was administered both

at the beginning and the end of the 1968-1969 academic year
in order to measure the "gain/or loss" in mathematics
achievement of the sample student population during that
academic year.

28

This provided a longitudinal comparison

The tests used were the mathematics sections of the
California Achievement Test (CAT) at the fourth and seventh
grade levels and the Cooperative Primary Mathematics Test,
Form 12-A, at the second grade level.
Ideally, special tests
relating to the "unique nature" of the Southwest Educational
Development Laboratory Curriculum materials would have been
more desirable.
However, since testing procedures for their
materials had not been developed, it became necessary to
substitute other testing procedures.
Hence, the "experimental
instructional materials" in mathematics were completed by the
"writing teams" hired by the Laboratory in their Austin,
Texas, facility and were submitted for use just prior to
the beginning of the school year. Additional supplementary
material was published throughout the school year as it was
needed; thus, it was impossible to develop such tests in
time to be used during this first year. A substitution of
testing procedures from the El Paso test site was considered
desirable because some of the instructional materials used
in the two test sites were quite similar.
However, although
the lack of "tailor-made" tests for the Laboratory materials
was a deficiency in this investigation, it does not make the
study meaningless.
The tests that were utilized do provide
some measure of academic performance at various grade levels,
based on what is likely to be taught by any mathematics
curriculum at that level, and, these tests did provide some
insight into the relative level of ability of the children
in this area. The decision to use these particular tests
was based on their general acceptability and the fact that
these tests had been used during the previous year in the
El Paso Project, which allowed for some continuity in the
work of the Laboratory.
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between the achievement scores of those students in the
"six" experimental schools and the "six" control schools.
Also, this provided insight into the possible effectiveness
of the new "experimental instructional materials" in mathe
matics .
It was considered desirable to obtain background
information on these children which might help to explain
their performance in the area of mathematics.

Thus, certain

homes were selected to be contacted during the year and
information was obtained from the mothers which could be
related to the actual classroom performance of these chil
dren in mathematics.

The actual homes selected represented

a "stratified random" sampling of all the homes of students
included in the population of students to be tested in
mathematics.

29

As mentioned earlier, the interviews were directed
only to the mothers or female guardians of the children com
prising this sample. This was rationalized on the realization
that the mother generally shares a greater responsibility in
the development of the child, particularly during the early
childhood and elementary education period. Also, she is
usually able to answer many questions dealing with her hus
band's participation in various activities related to the
child. The child was excluded from the interview setting;
hence, it seemed to be convenient for the mother to grant an
interview when the children were in school; however, it was
necessary to interview some of the working mothers in the
afternoons and evenings. The fathers were generally at work
at the time of most of the interviews.
30ln many schools, the "racially mixed" classification
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SELECTION OF THE EXPERIMENTAL AND
CONTROL SCHOOLS

As an experimental school, the all Negro elementary
school selected was Greenville, located in one of the
poorest Negro sections of Baton Rouge.

(See Figure II for

location of the schools included in this investigation.)
It was paired with Polk Elementary, also in a relatively
poor Negro section (but not as depressed as Greenville) in
South Baton Rouge.

The experimental all white elementary

school, Brookstown, was located in a suburban section of
the Northeast corner of the city, with the paired control
school, Glen Oaks Elementary, in a similar section nearby.
The only difficulty encountered here was the fact that Glen
Oaks was slightly integrated.

There were a few Negro stu

dents in attendance and some involved in the classes

was somewhat misleading as their was not a proportional
representation for each race (even though this was consider
ed desirable); consequently, the usage of stratified random
sampling was mandatory to insure that the minority group
(whether white or Negro for that particular school) was ade
quately represented in the sample.
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FIGURE II
LOCATION OF THE SCHOOLS IN EAST BATON ROUGE PARISH, LOUISIANA,
THAT ARE REPRESENTED IN THE SAMPLE

Central-(C)

Scotlandville-(C)
Banks-(E)

.Glen Oaks-(C)
.Glen Oaks-(C)
Istrouma- (E) .Brooks town- (E)
Greenville-(E)
Dufrocq- (C)
McKinley-(E)
,Wood lawn- (E)

LEGEND :
(C) -- Control Schools
(E) -- Experimental Schools
Elementary Schools are not underlined.
Junior High Schools are underlined.
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included in the study.
The paired "racially-mixed" elementary schools were
not very much alike in terms of their racial composition
or the characteristics of the areas in which they were
located.

The experimental school, Banks, was located in

North Baton Rouge in an industrial section just adjacent
to a Negro section known as Scotlandville.

It was a pre

dominantly white school, although the white population tended
to be moving slowly out of the area.

Dufrocq, the control

school, was in a formerly white section becoming more
commercialized where the Negroes have moved in large numbers.
This school was predominantly Negro (in fact, its racial
composition was almost the exact opposite of Banks) and
the total area was much more depressed than the Banks area.
The experimental all Negro junior high school se
lected was McKinley.

This school is in the same general

area as Polk (the Polk students continue to McKinley).

It

was paired with Scotlandville (mentioned earlier) which is
a somewhat more affluent section of the city inhabited by
mostly Negroes.31

The experimental all white junior high

31Southern University, the largest Negro university
in the country, is located in Scotlandville; consequently, it
would be expected to have a population somewhat different from
all the other Negro sections of the city.
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school, Woodlawn, was actually out of the city limits, just
southeast of town, and served some of the newer subdivisions
in that area.

The control school with which it was paired,

Central, was in a similar area, but in the northeast sec
tion of the parish.

These two schools proved to be quite

similar in many respects, but it was found that they did not
represent economically deprived areas.
Neither of the junior high schools selected to
represent racially-mixed schools were characterized by more
than token integration.

They were predominantly white with

very few Negroes in attendance and very few in any one class.
Also, the two areas which these schools represented were
dissimilar in many ways.

Istrouma, the experimental school,

was in a highly industrialized area (just south of the Banks
school), while the control school, Glen Oaks Junior High,
represented a more traditional suburban area.

THE TESTING INSTRUMENT

It is always difficult to decide the best possible
method of obtaining the information desired in any research
project.

The information desired in this investigation

obviously could be obtained only from the people involved.
Therefore, a personal interview utilizing a structured
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questionnaire appeared to be the best "tool" for obtaining
the desired information.32

Since this investigation was

somewhat "exploratory" in nature, some of the more important
decisions involved the variables to be investigated.33
The questionnaire began by obtaining the usual type
of background information (e. g . , family size, age, sex,

32 The reasons for selecting the interview as a method
for obtaining information about the background of these chil
dren were:
(1) the face-to-face encounter in an interview
allows the possibility of eliciting a high degree of cooper
ation on the part of the respondent; hence, this may provide
an opportunity to obtain information which might otherwise
not be available, (2) it is possible to "probe" for additional
information which might otherwise not be offered; (3) the
"oral" responses permit the collection of a larger amount of
detailed information; and (4) it is felt that essential
information regarding the home environment can be obtained
through an interview.
A copy of the questionnaire utilized
in this investigation can be found in Appendix A.
33Since there is a limited amount of "sociological"
literature directed toward a study of environmental influ
ences on academic achievement, this study is offered as
an "exploratory" one that will, hopefully, add to the body
of existing knowledge in this area. Thus, all of the vari
ables selected for study had not been fully recognized by
the available literature on this topic; nevertheless, some
of these variables were selected to determine if they might
have any merit for indicating a relationship between the
home environment and academic achievement.
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marital status, occupation, educational level, etc.).

This

information was obtained for the entire family.
In an effort to determine the mother's evaluation
of the local school system in East Baton Rouge Parish,
the respondents

(mothers of these children) were questioned

concerning their satisfaction or dissatisfaction with the
educational process within the parish.

They were asked to

evaluate the quality of the teachers employed in the schools,
their satisfaction with the school facilities, their
evaluation of the adequacy of the equipment utilized in the
classroom (including textbooks), and whether they felt the
school system was doing a good job in teaching their child
what he needed to

k n o w . 34

^ total score was obtained from

these responses with a resulting score of 6 to 23 points
possible —
evaluation.

the higher the score, the more favorable the
These scores were for the purpose of providing

an ordinal scale by which the respondents could be ranked
according to their evaluation of the school system.

^ A d m i t t e d l y , the parents were not in a position to
objectively evaluate many of these factors. But one often
evaluates things of which he has little knowledge and acts
accordingly.
It was of interest in this study whether a
more favorable evaluation of the system in which their chil
dren were being educated was reflected in their academic
achievement in mathematics.
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Additionally, the respondents were asked at this
point what subject(s) in the school curriculum they felt
was most in need of improvement.

The purpose of this ques

tion was to determine whether these parents felt that
mathematics was not being adequately presented to their
children prior, hopefully, to their awareness of the pur
poses of this investigation.

Once they knew the study was

concerned primarily with the mathematics training of their
children, it was expected that they would more likely agree
that improvement was needed in this area.

35

it was of

interest whether they perceived this need before it was
presented to them.

35

Sociologists have not been unaware that they can
very easily influence what they are attempting to measure.
This evidence would certainly add some support to the criti
cism of interviewing mentioned in the literature — i. e.,
that the interview situation may serve to create rather than
measure the phenomenon under investigation.
It is imperative
that this idea be kept in mind when we are tempted to present
evidence gained in this manner as proof positive of our con
tentions.
This is especially problematic when dealing with
a relatively uneducated and poor population as was the case
in this study.
See Eugene J. Webb, Donald T. Campbell,
Richard D. Schwartz, and Lee Secrest, Unobtrusive Measures,
(Chicago: Rand McNally and Company, 1966), p. i. Also,
for additional information, see J. Rex Enoch and Jerald 0.
Savelis, "Factors Associated with Attitudinal Shifts During
the Course of an Interview," Proceedings, Southwestern Socio
logical Society Annual Meeting, Houston, Texas, (April 3-5,
1969).
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A series of questions attempted to gain insight into
the respondents' "stress on achievement" for their children.
A score on this variable was obtained from their responses
to three items:

(a) the importance of a college education;

(b) the implementation of pre-school preparation; and (c) the
importance of

g r a d e s . ^6

In addition, they were asked to

elaborate on what they felt was the most important reason
for obtaining a good education, their satisfaction with their
children's performance in the classroom, their aspirations
for their children's education, and whether they tried to
promote regular study habits.
Also at this point, five questions were utilized re
lating to the degree of "independence training" provided
for the child within the home setting.

37

The score obtained

(ranging from 0-5 points) was an attempt to measure the

The score on this index ranged from 2 to 13 points.
37

These questions were obtained from Glen H. Elder's
study of Adolescent Achievement and Mobility Aspirations,
(Chapel Hill: Institute for Research in Social Sciences,
University of North Carolina, 1962). These questions were
also used in Anderson and Johnson's study in El Paso the
previous year.
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degree to which the parents attempted to foster selfconfidence in the child in learning to make his (or her)
own decisions.
In an attempt to measure the mother's involvement
in her child's education, the respondents were questioned
concerning their membership in the school's P.T.A. or
P.T.O.,38

their attendance at school functions, conferences

with the child's teacher, etc.

Their responses were scored

and totaled with 23 points possible, a higher score indica
ting considerable involvement.
The last section of the questionnaire was devoted
to a measure of "mathematics learning" in the home.

A

score on this variable was obtained from their responses
to five items:
bingo, etc.);

(a) providing number games (e. g . , monopoly,
(b) amount of pre-school "mathematics

learning;"

(c) providing special aids for "mathematics

learning;"

(d) attitude conveyed to the child concerning

3®The P.T.O. refers to Parent-Teacher-Organization
and is a group of individuals who prefer to maintain
racially segregated schools and school organizations.
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the value of studying mathematics; and (e) responsibilities
allowed relating to "mathematics learning"

(e. g . , allow

ances, permitting the child to purchase clothes, groceries,
etc.).

Their "score" on these questions was totaled,

allowing for a range of 3-15 points, a high score indicating
a "higher potential" for mathematics learning.

They were

also questioned as to their perception of the difficulty of
mathematics relative to other subjects, their evaluation of
the so-called "New Math," and what they conveyed to their
children concerning the importance and difficulty of learn
ing mathematics.
Finally, the respondents were asked to agree or
disagree with three statements.

These statements were:

1.

If my child learns to add, subtract, multiply,
and divide, he knows all the math he needs to
know.

2.

Children often have trouble with mathematics be
cause the teachers try to make a simple subject
too hard.

3.

Although I may not understand it all myself, I
believe the schools are trying to teach my child
what he needs to know in the best way they can.

It was recognized that the attitude reflected by the respon
dent might merely indicate a concern for saying the "right
thing".

This is a perpetual problem in interviewing —

i. e. ,

the possibility that the "apparent biases" of the interviewer
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are reflected in the respondents' answers.

Every effort

was made to minimize this problem as the interviewers were
cautioned to avoid "leading" the respondent during the
interviewing process.
The interviews were conducted in the homes of the
respondents and generally lasted from thirty minutes to an
hour.

All of the interviews were conducted between January

and April, 1969, by graduate students at Louisiana State
University.

THE STUDY SAMPLE

The goal of this investigation was to acquire in
formation about

the background of these children which

might affect their learning of mathematics.

To try to sur

vey the entire population involved in this program was
neither feasible nor necessary.

It was felt that a strati

fied random sample of families represented by these
children in each class, for each of the schools involved
in this project, would provide the information desired.
The experimental mathematics materials were being
used in three grades (i. e., second, fourth, and seventh
grades) in three different categories of schools (i. e . , all
Negro, all white, and "racially-mixed" schools).

Since the

second and fourth grades were in the same schools, only
three schools were necessary to include both of these grades
(two classes of each grade were used in each school).

Four

classes of seventh graders were included (two classes each
for two teachers) in each of the three racial categories.
This resulted in a total of six schools —

an elementary and

a junior high school in each of the all Negro, all white,
and "racially-mixed" categories.

These schools were desig

nated as the "experimental schools."
Each of these schools was paired with another school
in the same category, resulting in six additional schools
with the same number of classes; they were designated as
"control schools."

This produced a total of twelve (12)

schools affected by this research effort.
The decision was made to interview the mothers of
ten (10) children in each class in each of the twelve
schools.

Since there were four classes included in each

school, the target population to be interviewed numbered 480.
Since some of the families had children in both the second
and fourth grades, or more than one child in the same grade,
this background information was possible for more than the
anticipated 480 students and the final number of children for
whom background information was obtained was 498.

This
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represented thirty-six percent of the 1380 children initially
enrolled in these forty-eight

classes.

- The decision to include only ten children from each
class in the sample under study was rather arbitrary.

In

order to see that each class was represented, it was deemed
necessary to include some from each class, but it was not
practical to try to include the entire class.
ten represented roughly a third of each class.

The number
Since there

were four classes in each school involved in the project,
this resulted in about forty (40) students from each of the
twelve schools.4^
The children were chosen randomly from each class.
In most cases, every third name on the original class rolls
was selected, and if a substitute became necessary, the
name just above or just below that name deleted from the
list was used.

The only exceptions to this rule resulted

■3Q

More than this number of children were actually
tested during the course of the year due to the mobility of
children in and out of these classrooms, but the initial
class rolls contained 1380 names and it was from these rolls
that this sample was selected.
40Some of the analyses related to the socio-economic
characteristics of the school districts, rather than viewing
each child or each class as the unit of analysis; hence, an
N of 40 was considered sufficient for this purpose.
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from efforts to have a relatively equal number of males and
females included in each class, and a relatively equal
number of Negroes and whites included in the "racially-mixed"
schools.41

The distribution of those included in the sample

on the basis of race and sex are found in Tables I and II.
It is readily apparent from these tables that there was only
one really mixed school (i.e., Banks).

The racial composi

tion in the other three "mixed" schools did not allow for
equal representation of both Negroes and whites because
Negroes and whites were in fact not equally represented in
the classes involved.

4 Since the mixed schools were seldom truly mixed,
in that there was not a relatively equal number of Negroes
and whites in the school, this often resulted in taking all
of those children in the minority racial category. For ex
ample, the two "mixed" junior high schools had very few
Negroes and an effort was made to include all the Negroes
involved since the largest number in any one class was five.
The two "mixed" elementary schools were not mixed in the
same way — i . e ., one was predominantly Negro and the
other predominantly white.
In these cases, a larger pro
portion of the racial group in the minority was included in
an effort to produce a mixed sample.
In such cases, the
selection process was not entirely random. Also, one of
the schools designated as all white had a few Negroes in
attendance and these were unintentionally included.
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The total amount of information collected during
this project represented 498 children, but not 498 families.
This was true because some families had more than one child
included in the project.42
were found to be useless

Also, a very few questionnaires

(e. g., missing or questionable

information) and the total N for the two schools was slightly
under 40.43
This investigation did require some substitutions;
however, they were few in number.

The class rolls were

compiled at the first part of the school year, but the
actual interviewing did not get under way until late Janu
ary 1969.

Some attrition in each class naturally occurred

during the interim period and substitutions became necessary
if these children were initially selected for the study.

In

other cases, the addresses were incorrect and the families

42

It should be pointed out that these cases were
spread out among all the schools and should not have unduly
affected the descriptions of any of the schools.
problem occurred here which was inevitable. Not
all the children involved in the sample were present at both
times the mathematics achievement tests were given (i. e.,
for both the "pre" and "post" tests), and therefore no
measure of gain was available for these children. Thus, the
size of the N when relating this background information to
the child's actual performance will be smaller than 498.
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could not be located.

Hence, the two all white junior high

schools were located at the edge of town and the addresses
for many of these children involved rural route and box
numbers which were often completely inadequate.

As in most

projects of this nature, a few refusals were encountered
and substitutions became necessary.

This was not a serious

problem, however, since the interviewers carried letters of
introduction from the Principals of each of these schools
which were often quite useful in providing an entree into
the homes, keeping the problem minimal.

Also, it has been

found in previous research efforts similar to this that
mothers are usually receptive to individuals interested in
their children and are willing to talk to them, even if
they do not know them well.

In all of the situations men

tioned above, efforts were made to be as random in the
selection of the substitutes as possible.

PROBLEMS OF DATA COLLECTION

Four major problems were encountered during the
collection of the data and these should be mentioned briefly.
Their impact cannot be determined, but it is felt that there
presence must be acknowledged:
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(1)

As mentioned earlier, there were some problems

involved in locating the original sample.

The addresses

were often incorrect and difficult to locate even when
correct.

The rural box numbers sometimes created additional

complications in this area.
(2)

The educational level of several of the respon-

dents was quite low.

44

For this reason, there was often

some question as to whether the questions were understood
as asked.

45

The interviewers were cautioned to be careful

in their rewording of the questions in such cases, but com
plete control of this situation is impossible.

This is to be expected whenever the focal point
of the study was an investigation of the possible relation
ship between the home environment of disadvantaged children
and their performance in mathematics at sohool. The sample
was selected to represent the children from poor, quite
deprived, low socio-economic areas.
It is quite logical
to assume that many of these parents will have little formal
education.
ak

.

This questionnaire was pre-tested in Baker, Louisi
ana, in January, 1969, to determine the effectiveness of the
questions as stated in obtaining the desired information.
Revisions were made where deemed necessary, however, a prob
lem with interpretation may have remained for some respon
dents. This is always a problem whenever interviewing is
used as the primary source of information.
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(3)

It was very confusing to some of the respondents

to be able to distinguish between the exposure of a child
in their family to the "experimental instructional materials"
in mathematics

(provided by the Southwest Educational De

velopment Laboratory) and the presence of the so-called
"New Math" in the school curriculum.
(4)

Given the changes occurring in our society and

the effect of such movements as the Civil Rights Movement
(with the attendant problem of school desegregation in this
particular area), some suspicion on the part of some of the
respondents was encountered.

If the respondents were as

sured that the interviewers were not "federal agents" in
truding in the area, and the merit of the study was
recognized, little resistance was apparent.

However, rapport

did not come automatically in every home interviewed.

SUMMARY

Methodology in the social sciences is primarily con
cerned with the development of an organized, logical, and
systematic schema for the accomplishment of research ob
jectives.^

This chapter has been devoted to a description

46
Jerald 0. Savelis, Parental Attitudes Toward Bi
lingual Programs of Instruction in the Elementary Grades:
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of "how" a schema was developed for this particular investi
gation.

An explanation has been offered for "one" socio

logical approach to a study of this nature.
The twelve schools selected for this study, and
their apparent differences and similarities, have been
briefly described.

A brief description was offered for

each of the following:

the research setting, assumptions

and limitations for this study, problems to be investigated,
research hypotheses, significance of the study, the re
search design, the selection of the schools, the testing
instrument, the study sample, and the problems of data col
lection.

An early phase of this chapter was also devoted

to the creation of a "rationale" for environmental analysis
by sociologists.

The next phase of this investigation will

be devoted to an "Analyses of the Data," a title for the
forthcoming chapter.

A Pilot Study in Three Selected Communities in South Louisi
ana , unpublished Master of Arts thesis, Louisiana State
University, Baton Rouge, Louisiana, 1969, p. 70.

130

TABLE I

DISTRIBUTION OF THE SAMPLE FOR THE ELEMENTARY SCHOOLS
BY RACE AND SEX OF CHILD

School

Grade

Negro
Male Female

White
Male Female

Total

Experimental
Greenville
Banks
Brookstown

2
4
2
4
2
4

10
10
8
5

11
10
5
4

2
4
2
4
2
4

11
9
8
7
1

11
12
11
11

5
7
12
10

5
5
10
10

21
20
23
21
22
20

Control
Polk
Dufrocq
Glen Oaks

Totals

69

2

4
2
12
9

10
10

22
21
24
20
23
21

77

61

51

258

1
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TABLE II

DISTRIBUTION OF THE SAMPLE FOR THE JUNIOR HIGH SCHOOLS
BY RACE AND SEX OF CHILD

School

Grade

Negro
Male Female

White
Male Female

Total

Experimental
McKinley

7

18

21

Istrouma

7

2

5

Woodlawn

7

39
19

14

40

21

17

38

Control
Scotlandville

7

Glen Oaks

7

Central

7

Totals

19

22
3

39

51

41
22

16

41

20

21

41

82

68

240

CHAPTER VI

ANALYSES OF THE DATA

This chapter is devoted to an "Analyses of the Data"
collected during this investigation, and it is divided into
five major sections.^"

The first section has been devoted

primarily to a description of the sample.

In many cases,

this information has been presented for the total population
and for each individual school

(allowing for comparisons).

The second section has been utilized for a comparison of

This author wishes to acknowledge the valuable
assistance of Drs. J. Rex Enoch and Nathan W. Gottfried for
their "expertise" in the preliminary analyses of some of this
data during June-August, 1969. At that time, a partial
analyses was conducted to determine the effectiveness of the
"experimental curriculum materials" in mathematics.
This
particular phase of the analyses was subsequently reported
in the following: J. Rex Enoch, Nathan W. Gottfried, and
Jerald 0. Savelis, A Report of the East Baton Rouge Parish
Mathematics Project, 1966-1969, an unpublished Report pre
pared for the Southwest Educational Development Laboratory,
Austin, Texas, August 1969. Additionally, appreciation must
be expressed to Mr. Neil Paterson, Department of Sociology,
Louisiana State University, and Dr. Kenneth Koonce, Depart
ment of Experimental Statistics, Louisiana State University,
for their contributions and insightful suggestions during
the latter phase of this analysis.
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the performance of the children in the experimental and the
control schools.

The third section has been used to as

certain what specific relationships might exist between
many of the characteristics of this sample and mathematics
performance by these children in school.

Statistical

measures of association were employed at this point —
particularly the biserial correlation —

and statistically

significant relationships (and even a few non-significant
relationships) have been emphasized.

Section four has been

devoted to a "least-squares" analysis of variance for test
ing the aforementioned research hypotheses.

Finally, the

last section involves a summary of the entire chapter.

SELECTED CHARACTERISTICS OF THE SAMPLE
POPULATION

Family Size.

The median family size for the total

population was 5.5, with a slightly higher family size for
many Negro families included in this sample.

Most of the

paired experimental and control schools were relatively
similar at this point with the exception of the mixed ele
mentary schools.

The families in the Dufrocq school system

tended to have a considerably higher median family size (7.1)
than any other school system and quite a bit higher than its
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counterpart, Banks (5.4), which was a predominantly white
school, while Dufrocq was predominantly Negro.

2

Basically,

these figures indicating the median family size for the
sample reflect a realistic difference between the Negro and
white areas of East Baton Rouge Parish and a similarity be
tween most of the paired schools.

These figures are sum

marized in Table III.
It was found that 39.16 percent (N=195) of the
families in this sample had seven or more members.

This

would seem to reaffirm the expectation that families from
the lower socio-economic strata of society generally rear
more children than members of the middle- and upper-class.
These figures are reported in Table IV.
The modal family size in this study was found to be
six.

Only twenty-nine families were found to have just

three members; whereas, on the other hand, forty-three
(8.63 percent) of the families had ten or more members.
Residence Classification.

The number of homes

where both parents were present was noticeably higher in
the white school districts,

(e. g . , Brookstown Elementary,

^It is interesting to note that Dufrocq reflects a
relatively transient and decaying area of Baton Rouge while
Banks, although undergoing some transition, is a more stable
area of the city.

TABLE III
RACE AND MEDIAN FAMILY SIZE OF THE SAMPLE BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969

Control
Schools

Race

5.8

Polk

All Negro

5.9

Racially-Mixed

5.4

Dufrocq

Racially-Mixed

7.1

All White

4.7

Glen Oaks
Elementary

All White*

4.7

Experimental
Schools

Race

Greenville

All Negro

Banks
Brookstown

Median Family
Size

Median Famil]
Size

McKinley

All Negro

6.3

Scotlandville

All Negro

5.9

Istrouma

Racially-Mixed

5.4

Glen Oaks Junior
High

Racially-Mixed**

5.3

Central

All White

5.3

Woodlawn

All White

4.6

*There were a few Negro students in this sample; however, for this investigation,
it can be essentially considered "all white."
**This sample was considered "racially-mixed," even though it lacks proportional
representation for both races.
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TABLE IV
FAMILY SIZE FOR TOTAL SAMPLE*

Family
Size

2

3

4

5

6

7

8

9

10

11

12

13

14

Total N

9

29

71

96

97

75

40

37

17

11

7

5

3

Percent

1.81

5.82

14.26

19.28

19.48

15.06

8.03

7.43

3.41

2.21

1.41

1.00

0.60

*One respondent did not provide this information
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an all-white school, reported 95.23 percent of those studied
living with both parents; whereas, Greenville Elementary, an
all Negro school, reported only 60.97 percent of those chil
dren studied to be living with both parents).

The father was

not present in several of the Negro families which fits the
matriarchal pattern traditionally associated with Negro
families.^

The "marital status" of the parents included in

the total sample is reported in Table V.

Most of the children

who did not live with one or both parents resided with a
grandparent or some other relative (usually a grandmother,
sister, or favorite aunt).

Table VI reports the residence

classification for each child in each school of the sample.
Over eighty percent of these children lived in homes
where the influence of both parents was present.

However,

this does not necessarily mean the existence of a "stable"
home environment for the children involved.
Educational Attainment.

The general level of educa

tional attainment for Louisianians has been relatively low

^The impact of this situation does not appear to have
some of the anticipated effects on the child as summarized in
a recent study by Joan McCord, et. a l .,"Some Effects of
Parental Absence on Male Children," Journal of Abnormal and
Social Psychology, Volume LXIV (1962), pp. 361-369.

TABLE V
MARITAL STATUS OF THE RESPONDENTS
FOR TOTAL SAMPLE*

Marital
Status

Mother and
Father liv
ing to
gether

Mother
has never
married

Mother and
Father are
are
divorced

Mother and
Father are
separated

Mother is
deceased

Father is
deceased

Total N

405

11

21

32

2

17

Percent

81.33

2.21

4.22

6.43

0.40

3.41

*Ten respondents did not provide this information.

TABLE VI
RESIDENCE CLASSIFICATION OF THE CHILDREN IN THE SAMPLE BY SCHOOL,
__________ EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969*_________

School

Both
Parents Present
Percent
N

Residence Classification
Mother Only
Total
Other
N
Percent
Percent
N
Percent

N

Elementary
Schools;
25
Greenville (E)**
36.58
15
2.43
1
41
60.97
99.98
Polk (C)
21.42
9
42
78.57
33
99.99
3
44
Banks (E)
90.90
40
6.81
2.27
1
99.98
44
68.18
30
22.72
10
9.09
4
Dufrocq (C)
99.99
42
Brookstown (E)
2.38
2.38
1
95.23
40
99.99
1
44
4.54
2
2.27
99.99
Glen Oaks (C)
93.18
41
1
Junior High
Schools:
41
Scotlandville(C)
65.85
11
3
99.98
27
26.82
7.31
39
McKinley (E)
56.41
14
3
99.99
22
35.89
7.69
40
Istrouma (E)
100.00
1
77.50
31
8
2.50
20.00
41
99.99
Glen Oaks (C)
92.68
3
38
7.31
38
99.99
Wood lawn (E)
2
94.73
36
5.26
41
100.00
Central (C)
100.00
41
*The total percentage did not equal 100.00 in some cases because of rounding error.
**An (E) has been used to designate experimental schools; and, for comparison,
(C) has been used to identify the control schools.
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in the past (i. e., according to the 1960 United States
Census, the median school years completed by persons 25 years
old and over for Louisiana was 8.8 years).

However, Baton

Rouge is an industrial center, the state capitol, and the
site for two major educational institutions; consequently,
the low level of education which might be characteristic of
some of the more rural areas of the state was not found to
be quite so prevalent in East Baton Rouge Parish.

See Figure

III for a graphic representation of this information.
With regards to this particular study, it was found
that the majority of the white respondents were high school
graduates and the majority of the Negroes were not.

The

only respondents who admitted to no formal education were
Negro (N=3) and almost all of the college graduates were
white (although they represented a relatively small percen
tage of the total sample, i.e., N=16).

Information depicting

the educational attainment of both the fathers and mothers
is summarized in Tables VII and VIII.
The matched schools were quite similar with regards
to educational attainment of the parents; an exception can
be made to this point with the fathers in the Dufrocq and
Banks areas and in the mixed schools at the junior high level.
The educational level in Istrouma appeared to be somewhat,
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FIGURE III
EAST BATON ROUGE PARISH MEDIAN SCHOOL YEARS COMPLETED
(PERSONS 25 YRS. AND OVER) BY WHITE AND
NON-WHITE POPULATIONS*

White
College
4 or More

Non-White

15.5%

5 .9%

14.1%

3.6%

College
1-3

H.S.
4

33.3%

Median School
Years Completed:
Whites

7.6%

H.S.
1-3

17.0%

14.0%

Elem.
8

7.0%

9.2%

9.4%

Median
School
ears
27.3%
Completed:
Non-Whites

2.9%

23 .8%

0 .8%

8 .6%

Elem.

Elem
None

Thousands of Persons
U.S. Censuses of
*Source: U.S. Bureau of the Census.
Population and Housing:1960. Census Tracts. Final
Report P H C (1)-14; also, Robert Marsh Kloss, The Concept of
1Poverty1 in Sociology: A Profile of Poverty in East Baton
Rouge Parish, Louisiana. Unpublished Master of Arts thesis,
Louisiana State University, Baton Rouge, Louisiana, 1967,
p. 86.
(Written permission granted by Kloss for insertion
of this figure.)

TABLE VII
THE LEVEL OF EDUCATION OF THE MOTHER REPRESENTED IN THE SAMPLE BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969*

School

Experi
mental
or
Control

Greenville
Polk
Banks
Dufrocq
Brookstown
Glen Oaks
McKinley
Scotlandville
Istrouma
Glen Oaks
Junior High
Woodlawn
Central

No
Schooling
Percent
N

Educational Attainment
1-4
9-10
5-8
Years
Years
Years
Schooling
Schooling
Schooling
N
Percent
N Percent
N
Percent

11-12
Years
Schooling
N
Percent

E
C
E
C
E
C
E
C
E

0.0
0.0
0.0
0.0
0.0
0.0
0.0
7.31
0.0

0
0
0
0
0
0
0
3
0

4.87
6.97
0.00
0.00
2.38
2.27
5.12
7.31
0.00

2
3
0
0
1
1
2
3
0

34.14
20.93
25.00
34.09
2.38
6.81
30.76
39.02
25.00

14
9
11
15
1
3
12
16
10

24.39
20.93
25.00
11.36
9.52
20.45
23.07
19.51
15.00

10
9
11
5
4
9
9
8
6

21.95
41.86
29.54
36.36
57.14
52.27
20.51
14.63
45.00

9
18
13
16
24
23
8
6
18

C
E
C

0.0
0.0
0.0

0
0
0

0.00
0.00
0.00

0
0
0

9.75
2.63
9.75

4
1
4

17.07
18.42
14.63

7
7
6

53.65
47.36
51.21

22
18
21
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School

Experimental
or
Control

Greenville
Polk
Banks
Dufrocq
Brookstown
Glen Oaks
McKinley
Scotlandvilie
Istrouma
Glen Oaks
Junior High
Woodlawn
Central

TABLE VII (Continued)
______________________ Educational Attainment
Some
additional
College
schooling
Graduate and
outside of
those with
advanced
college/or
No
some college
Information
degrees
Total
Percent
N
N
Percent
N
Percent
Percent

N

E
C
E
C
E
C
E
C
E

4.87
6.97
6.81
13.63
23.80
15.90
17.94
12.19
12.50

2
3
3
6
10
7
7
5
5

2.43
0.00
11.36
2.27
2.38
0.00
0.00
0.00
2.50

1
0
5
1
1
0
0
0
1

7.31
2.32
2.27
2.27
2.38
2.27
2.56
0.00
0.00

3
1
1
1
1
1
1
0
0

99.96
99.98
99.98
99.98
99.98
99.97
99.96
99.97
100.00

41
43
44
44
42
44
39
41
40

C
E
C

12.19
15.78
21.95

5
6
9

2.43
13.15
2.43

1
5
1

4.87
2.63
0.00

2
1
0

99.96
99.97
99.97

41
38
41

*The total percentage does not equal 100.00 in some cases because of rounding
error.
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TABLE VIII
THE LEVEL OF EDUCATION OF THE FATHERS REPRESENTED IN THE SAMPLE BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969*

Educational Attainment

School

Experi
mental
or
Control

Greenville
Polk
Banks
Dufrocq
Brookstown
Glen Oaks
McKinley
Scotlandville!
Istrouma
Glen Oaks
Junior HighL
Woodlawn
Central

No
Schooling
Percent
N

1 -- 4
Years
Schooling
Percent
N

5 - 8
Years
Schooling
N
Percent

9-10
Years
Schooling
N
Percent

11-12
Years
Schooling
Percent
N

E
C
E
C
E
C
E
C
E

2.43
4.65
0.00
0.00
0.00
0.00
0.00
0.00
0.00

1
2
0
0
0
0
0
0
0

19.51
11.62
4.54
6.81
0.00
2.27
7.69
17.07
5.00

8
5
2
3
0
1
3
7
2

29.26
23.25
11.36
36.36
7.14
9.09
30.76
29.26
22.50

12
10
5
16
3
4
12
12
9

4.87
9.30
27.27
6.81
14.28
9.09
12.82
12.19
12.50

2
4
12
3
6
4
5
5
5

12.19
25.58
36.36
20.45
54.76
59.09
25.64
17.07
30.00

5
11
16
9
23
26
10
7
12

C
E
C

0.00
0.00
0.00

0
0
0

0.00
0.00
0.00

0
0
0

9.75
10.52
12.19

4
4
5

19.51
0.00
4.87

8
0
2

43.90
23.68
39.02

18
9
16
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TABLE VIII (Continued)
Educational Attainment

School

Experi
mental
or
Control

Greenville
Polk
Banks
Dufrocq
Brookstown
Glen Oaks
McKinley
Scotlandville
Istrouma
Glen Oaks
Junior High
Woodlawn
Central

Some
additional
schooling
outside of
college/or
some college
Percent
N

College
Graduate and
those with
advanced
degrees
N
Percent

No
Information
Percent
N

Total
Percent

N

E
C
E
C
E
C
E
E
E

0.0
2.32
4.54
6.81
11.90
13.63
2.56
7.31
15.00

0
1
2
3
5
6
1
3
6

0.0
0.0
9.04
0.0
9.52
6.81
0.0
0.0
2.50

0
0
4
0
4
3
0
0
1

31.70
23.25
6.81
22.72
2.38
0.00
20.51
17.07
12.50

13
10
3
10
1
0
8
7
5

99.96
99.97
99.97
99.96
99.98
99.98
99.98
99.97
100.00

41
43
44
44
42
44
39
41
40

C
E
C

9.75
50.00
36.58

4
19
15

2.43
15.78
7.31

1
6
3

14. 63
0.00
0.00

6
0
0

99.97
99.98
99.97

41
38
41

*The total percentage does not equal 100.00 in some cases because of rounding
error.
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although not drastically, lower than Glen Oaks.

This could

possibly be attributed to the differences in the two areas,
with Istrouma being a more industrialized area (with a
larger number of working-class people) than Glen Oaks.
It is significant to note that the educational at
tainment of the respondents in most of the schools differed
very little.

Slightly fewer than half of the respondents

(N=206) had never progressed beyond the 10th grade in school.
Hence, the most significant finding here was the difference
between the Negroes and whites in their educational attain
ment.
It was discovered that the level of educational as
pirations that the Negroes and whites have for their chil
dren are quite similar.

The percent desiring college for

their children differed only slightly.4

Almost three-fifths

of the respondents (N-285) wanted their children to obtain
a college degree.
The educational attainment of the husbands of the
respondents was very similar to that of their wives.

It

4Even though the Negroes may be lower than the whites
in educational attainment, their aspirations for their chil
dren are often as high.
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was found that almost two-fifths (N=186) of the husbands in
this study had never gone beyond the 10th grade in school.
The number who had never attended school (N=3) was identi
cal to that registered for the respondents.

Slightly more

of the males had received a college degree (N=22) than the
females.
Occupation.

The majority of the mothers did not

work outside their homes (N=304).

However, with regards to

those mothers who did work, the Negroes were more likely to
work in some unskilled job than were the whites.

The oc

cupations mentioned most frequently by those who did work
were household helpers (prevalent among the Negroes),
factory workers, secretaries, and beauticians.

Their oc

cupations were divided into three broad categories:

(1)

some kind of skilled, professional,^ or managerial
occupational role;
and,

(2) semi-skilled or unskilled labor;

(3) other than the aforementioned types of occupations.

The distribution of the mothers who worked (utilizing these
three categories), can be seen in Table IX.

^Those considered as professionals happened to be
either teachers or nurses in most cases where this classifi
cation applied.

TABLE IX
THE OCCUPATION OF THE MOTHERS IN THE SAMPLE BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969*

School

Skilled
Occupation
Percent N

Elementary
Schools:
Greenville (E) 2.43 1
2.32 1
Polk (C)
Banks (E)
6.81 3
20.45 9
Dufrocq (C)
Brookstown (E) 26.19 11
Glen Oaks (C) 36.36 16

Semi- or
unskilled
Occupation
N
Percent

17.07
20.93
13.63
25.00
4.76
9.09

7
9
6
11
2
4

Other
Percent

N

4.87
6.97
0.0
0.0
7.14
2.27

2
3
0
0
3
1

Does not
work
Percent
N

65.85
55.81
79.54
52.27
59.52
52.27

27
24
35
23
25
23

No
Information
N
Percent

9.75
13.95
0.0
2.27
2.38
0.0

4
6
0
1
1
0

Total
Percent

99.97
99.98
99.98
99.99
99.99
99.99

N

41
43
44
44
42
44

Junior High
Schools:
McKinley (E)
33.33 13
19
99.98 39
10.25 4
7.69
3
48.71
0.0
0
Scotland
99.96 41
7.31 3
20.26 12
7.31
3
51.21
21
2
ville (C)
4.87
22
100.00 40
27.50 11
10.00
7.50
3
55.00
0.0
0
Istrouma (E)
4
12.19
28
99.99 41
0.0
0
68.29
0.0
0
Glen Oaks (C) 19.51 8
5
.78.94
99.98 38
5.26
2
30
10.52 4
5.26
0.0
0
Woodlawn (E)
2
99.97 41
2.43
1
4.87
2
65.85
27
0.0
0
26.82 11
Central (C)
*The total percentage did not equal a 100.00 in some cases because of rounding error.
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Once again, the most significant difference between
the paired schools was between Banks and Dufrocq.

It was

found that a much larger proportion of the mothers from the
Negro junior high schools worked outside the home than the
mothers of children in the Negro elementary schools, prob
ably a result of the age level of the children.
The husbands' occupations were understandably more
varied; but once again, their relatively low educational
level is reflected by their occupations.

Dividing their

occupations into three levels, the white schools exhibited
the expected higher occupational status,

(e. g . , profes

sional, semi-professional, or self-employed).

The larger

amount of missing information at this point was often a
g
function of the father not being present in the home.
This
information is presented in Table X.
It is interesting to observe that a large number of
husbands from the Brookstown (47.61 percent), Woodlawn
(52.63 percent), and Central (43.90 percent) school dis
tricts were classified as "professionals."

It is rather

®The number of fathers considered in this study was
less than the number of mothers because some of the fathers
were not present — for various reasons — in the household.

TABLE X
THE OCCUPATIONS OF THE HUSBANDS REPRESENTED IN THE SAMPLE BY SCHOOL ,
___________ EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969*_________
Laborer <Dr
Professional Skilled
or semiworker or
factory
No
Other
Information
professional self - em.
worker
N
N
Percent
Percent N Percent
Percent
N
Percent
N

School
Elementary
Schools:
9.75 4
Greenville(E)
Polk (C)
9.30 4
15.90 7
Banks (E)
Dufrocq (C)
6.81 3
Brookstown (E) 47.61 20
Glen Oaks (C) 34.09 15

19.51
27.90
50.00
34.09
40.47
18.18

Junior High
Schools:
5.12 2
41.02
McKinley (E)
Scotland
14.63 6
ville (C)
21.95
17.50 7
35.00
Istrouma (E)
Glen Oaks (C) 19.51 8
29.26
Woodlawn (E)
52.63 20
28.94
39.02
Central (C)
43.90 18
*The total percentage did

Total
Percent

N

8
12
22
15
17
8

24.39
23.25
18.18
25.00
4.76
27.27

10
10
8
11
2
12

19.51
4.65
2.27
11.36
0.0
13.63

8
2
1
5
0
6

26.82
34.88
13.63
22.72
7.14
6.81

11
15
6
10
3
3

99.98
99.98
99.98
99.98
99.98
99.98

41
43
44
44
42
44

16

41.02

16

2.56

1

10.25

4

99.97

39

99.99
41
14.63
24.39 10
6
9
24.39 10
14
100.00
40
7
12.50
5
17.50
7
17.50
99.98
41
12
3
19.51
8
7.31
24.39 10
99.98
38
13.15
11
2
5
0.0
0
5.26
99.98
41
16
4
3
0
9.75
7.31
0.0
not equal a 100.00 in some cases because of rounding error.
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interesting to note that each of these three schools are
predominantly white in their school enrollment.
Racial Distribution.

As mentioned earlier, every

effort was made to gather a representative sample with pro
portionate representation for each race,

with a slight

tolerance for error, this was generally accomplished.7
This sample contained a few more whites (52.61 percent or
N=262) than Negroes (47.39 percent or N=236).

This minor

difference would be expected from the unequal distribution
of whites and Negroes in the East Baton Rouge Parish population.

O

An extra effort was made to obtain proportionate

representation for each race in each of the "racially mixed"
schools, i. e . , Banks, Dufrocq, Glen Oaks, and Istrouma.
For those schools that had primarily "token" integration,
there was often an imbalance in the racial composition.

7

Whenever substitutions were required, a substitute
of the same race was selected if possible.
^According to the 1960 United States Census, the
population of East Baton Rouge Parish, Louisiana, revealed
the following racial mixture:
68.2 percent white and 31.8
percent non-white.
See U.S. Bureau of the Census. U.S.
Censuses of Population and Housing: 1960. Census Tracts.
Final Report PHC(1)-14.
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Income Level.

Just as race affected educational

attainment, the income level of the Negroes in this study
was significantly lower than that of the whites, as might
be expected in this area.

The annual incomes reported in

this study varied considerably.

(See Figure IV for a

presentation of this difference by race for East Baton Rouge
Parish, Louisiana.)
One-fourth (25.70 percent) of the respondents in this
study were found to live on a very modest income, i. e . ,
their annual family income was less than $4000.

There were

one hundred twenty-eight families who fit that category.

In

comparing this figure to its opposite extreme, there were
(10.62 percent or N=53) of the families with incomes that
exceeded the $12,000-a-year mark.

The distribution of in

comes in this sample were varied enough to lend support to
the idea that a number of poor and culturally disadvantaged
families live in East Baton Rouge Parish.

9

Q

This is indicative of the findings of the 196 0 United
States Census in which East Baton Rouge Parish, Louisiana,
reported 21.9 percent of the families with annual incomes be
low $3000.
It is significant that 50.4 percent of the non
white population in East Baton Rouge Parish reported a
median family income below $3000. The median family income
for the whole parish was given as $5,830. For additional
information, see U.S. Bureau of the Censes. U-S* Censuses
of Population and Housing: 1960. Census Tracts. Final
Report PHC(1)-14.
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FIGURE IV
EAST BATON ROUGE PARISH INCOME CHARACTERISTICS
BY WHITE AND NON-WHITE FAMILIES*

Non-White

White
$10,00
Over
$9.0009, 999

22.7%

2.7%

6.7%

1 .2%

$8 ,0008, 999

1.6%

$7,0007, 999

11.6%

$6,0006, 999

11.9%

4.3%

$5,0005, 999

10.7%

7 .7%

$4,0004, 999

9.6%

1 1 .1%

$3,0003, 999

Median White
Income

2 .6%

6.8%

1P o v e r t y '
Eihe

18.2%
Median NonWhite
Income

$2,0002. 999

5.2%

$1,0001, 999

3 .3%

19.0%

Under
$1,000

2 .5%

9.8%

9

8

7

6

5

4

3

2

1

0

1

2

3

2 1 .6%

4

Thousands of Families

*Source: U.S. Bureau of the Census. U.S. Censuses of
Population and Housing: 1960. Census Tracts. Final Report
P H C (1)-14; also, Robert Marsh Kloss, The Concept of 1Poverty1
in Sociology: A Profile of Poverty in East Baton Rouge
Parish, Louisiana. Unpublished Master of Arts thesis,
Louisiana State University, Baton Rouge, Louisiana, 1967,
p. 84.
(Written permission granted by Kloss for insertion
of this figure.)
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The distribution of those families represented in
this study according to their annual income is given in
Table XI.

The median family income for the sample is re

ported in Table XII.

Similarities may be noted between

the Negro elementary schools and the white junior high schools
(even those categorized as "racially-mixed"), although
Istrouma exhibited more variation than did Glen Oaks.
Scotlandville was a slightly more affluent Negro section
of the city, but was still significantly lower than all of
the white areas, as well as the median income for the total
population.
Social Class.

There was no attempt made during this

investigation to gather information from the respondents
concerning their attitude toward the idea of social class
and where they would rank their family along a continuum of
class structure.^

Although there were middle- and upper

class families found in the sample population, the focal

Scotlandville is the location of Southern University;
consequently, it would be expected to have a slightly higher
level of living than other Negro sections of the city.
■^It is felt that attempts to designate social class
are frequently shorthand categorizations for a particular
level of education and income, and that while it is tempting
to regard them so, the members of any given social class do
not always constitute a homogeneous group. Furthermore, in

T A B L E XI
N E T F A M I L Y A N N U A L INCOME F O R SAMPLE BY S C H O O L ,
E A S T B A T O N R O U G E PARISH, LOUISIANA, 1968-1969*

School

Experi
mental
or
Control

Greenville
Polk
Banks
Dufrocq
Brookstown
Glen Oaks
McKinley
Scotlandville
Istrouma
Glen Oaks Jr •
High
Woodlawn
Central

Income
Below
$2000
Percent

N

$2000$4000
Percent

N

$4000$6000
Percent

N

$6000$8000
Percent

N

E
C
E
C
E
C
E
C
E

19.51
0.00
0.00
15.90
0.00
0.00
17.94
4.87
2.50

8
0
0
7
0
0
7
2
1

43.90
60.46
18.18
31.81
2.38
15.90
30.76
31.70
7.50

18
26
8
14
1
7
12
13
3

26.82
20.93
20.45
27.27
7.14
4.54
28.20
36.58
7.50

11
9
9
12
3
2
11
15
3

2.43
13.95
31.81
9.09
23.80
31.81
17.94
21.95
25.00

1
6
14
4
10
14
7
9
10

C
E
C

0.00
0.00
0.00

0
0
0

2.43
0.00
0.00

1
0
0

12.19
5.26
0.00

5
2
0

31.70
15.78
14.63

13
6
6
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T A B L E XI

School

Experi
mental
$8,000
or
$10,000
Control Percent

N

$10,000
$12,000
Percent

(CONTINUED)

N

Income
$12,000
or more
Percent N

No
Information
Total
Percent N
Percent

E
1
1
Greenville
2.43
2.43
0.0
0
2.43
1
99.95
Polk
C
4.65
2
0.00
0
0.0
0
0.00
0
99.99
Banks
E
11.36
5
5
4.54
2
1
11.36
2.27
99.97
3
Dufrocg
6.81
6.81
3
0.00
0
2.27
1
99.96
C
Brookstown
1
E
26.19
23.80
10
14.28
6
2.38
99.97
11
1
C
18.18
8
4
18.18
8
2.27
99.97
Glen Oaks
9.09
5.12
2
E
0
0.00
0
99.96
0.00
0
0.00
McKinley
1
1
0.00
0
99.96
ScotlandvilleC
2.43
2.43
0.Q0
0
Istrouma
6
5 100.00
E
22.50
9
7.50
3
12.50
15.00
Glen Oaks Jr •
34.14
14
0
99.96
12.19
5
7.31
3
0.00
High
C
99.97
13.15
15
0.00
E
26.31
10
5
39.47
0
Woodlawn
1
99.97
26.82
11
13
2.43
10
31.70
Central
C
24.39
*The total percentage did not equal 106.00 in some cases because of rounding

N
41
43
44
44
42
44
39
41
40
41
38
41
error.
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group in this study was families with a disadvantaged status
—

predominantly from the lower socio-economic class.

This

is not to suggest that having the respondent classify her
self by social class is meaningless, rather it would appear
that with a sample population mainly from the lower socio
economic class to begin with, this question might have
limited utility for this study.

TABLE XII
FAMILY MEDIAN ANNUAL INCOME BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA,
1968-1969*
Experimental
Median
Control
Schools
Schools
Income
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

$3,333
$6,643
$9,182
$3,917
$8,111
$10,400

Polk
Dufrocq
Glen Oaks Elementary
Scotlandville
Glen Oaks Junior High
Central
Total Population

Median
Income
$3,654
$4,083
$7,786
$4,733
$8 ,357
$10,727
$6,650

*Source : J . Rex Enoch, Nathan W. Gottfried, and
Jerald 0. Savelis, A Report of the East Baton Rouge Parish
Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory,
Austin, Texas, (August 1969), p. 28.

previous research by this author, it was found that discrep
ancies are sometimes found in responses given to this type of
question.
See Jerald 0. Savelis, Parental Attitudes Toward
Bilingual Programs of Instruction in the Elementary Grades;
A Pilot Study in Three Selected Communities in South Louisiana.
Unpublished Master of Arts thesis, Louisiana State University,
Baton Rouge, Louisiana, 1969, p. 91.
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Mother's Evaluation of the Local School System.

The

respondents were asked to evaluate various aspects of the
school system in East Baton Rouge Parish.

Hence, it was felt

that a more favorable attitude on the part of the mother
toward the school might be reflected in her child's perfor
mance in mathematics.

Responses to six (6) questions were

scored and a total of twenty-three points were possible.
The majority of the respondents

(69.08 percent or N=344)

were completely satisfied with the present school system in
East Baton Rouge Parish.12

Only a few (1.41 percent or N=7)

felt that it was rather poor with regards to the quality of
education it was providing for their children.

Most responses

were quite favorable and the means for each school suggested
their scores were highly skewed in a positive direction,

12

This probably reflects the fact that the general
educational level for much of the sample was quite low. A
Chi Square value of 32.061 (20df) was obtained for measuring
the degree of association between the mother's educational
level and her evaluation of the school system. This was
found to be significant at the .05 level. As a matter of
clarification, Chi Square is a statistical tool that allows
the researcher to test whether selected variables are inde
pendent within the population being considered.
For addition
al information concerning the Chi Square statistic, see:
George H. Weinberg and John A. Schumaker, Statistics, An
Intuitive Approach, (Belmont: Wadsworth Publishing Company,
1966) , pp. 210-224.
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with considerable homogeneity in the standard deviations of
each school.

Both the means and the standard deviations for

each school are presented in Table XIII.

TABLE XIII
MEANS AND STANDARD DEVIATIONS OF MOTHER'S EVALUATION
OF THE LOCAL SCHOOL SYSTEM BY SCHOOL, EAST BATON
ROUGE PARISH, LOUISIANA, 1968-1969*

Experimental
Schools

X

S

Control
Schools

X

S

Greenville
18.12
3.30
Polk
19.93
3.00
20.34
Banks
18.86
2.65
2.87
Dufrocq
Brookstown
20.45
2.63
Glen Oaks Elem.
20.05
2.38
McKinley
Scotlandvilie
18.83
3.63
18.00
2.97
Glen Oaks Jr. Hi.
18.93
2.92
Istrouma
3.16
19.40
17.78
3.13
Woodlawn
17.21
2.97
Central
*Source: J. Rex Enoch, Nathan W. Gottfried, and
Jerald 0. Savelis, A Report of The East Baton Rouge Parish
Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory,
Austin, Texas, August 1969, p. 28.

In any evaluation of the school system, it is ex
pected that the teachers will become a "target" for assess
ment of their contribution to that system.

Consequently,

each respondent was asked to give her viewpoint concerning
the quality of the teachers who are responsible for teaching
her children.

It is interesting to note that 76.31 percent

(N=380) of the respondents indicated they were completely
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satisfied with their child's teacher.

Only five percent

(N=25) voiced a need for definite teacher improvement.
Table XIV presents this information.

TABLE XIV
MOTHER'S EVALUATION AS TO THE QUALITY OF THE TEACHER(S)
RESPONSIBLE FOR TEACHING HER CHILD*

Quality
Exception Satisfied
of
ally
with
Good
Teacher(s)
them

Total N

144

236

Percent

28.92

47.39

There are
some good
teachers; Could be
much
also some
better
poor
ones
90

18.07

There
are
very
few
good
teachers

25

1

5.02

0.20

*Two respondents did not provide this information.

Parental Stress on Achievement.

Three items were

utilized to measure the amount of stress the parents placed
on the educational achievement of their children —

i. e . ,

the importance of a college education, the importance of
grades, and the amount of pre-school training implemented
by the parents.

13

13

These scores could range from two to

The Independence Training Scale was treated as a
separate variable here since the correlation between the
responses on these two measures — i. e . , stress on achieve
ment and independence training — was almost non-existant
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thirteen points.

The means and standard deviations of the

scores for each school are presented in Table XV.

Most of

the means were about 9.00, and therefore represented a more
middle-range score.

It is interesting to note that 47.19

percent (N=235) had a score of 10.00 or higher for this
variable.

This might suggest that even the parents repre

senting a more disadvantaged sector of the population also
sense a need for stress on academic achievement concerning
their children.^

TABLE XV
MEANS AND STANDARD DEVIATIONS FOR STRESS ON
ACHIEVEMENT SCORES BY SCHOOL, EAST BATON
ROUGE PARISH, LOUISIANA, 1968-1969

Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

X

S

Control
Schools

9.54
9.09
9.48
9.69
8.97
10.11

1.57
1.99
1.66
1.72
1.72
2.12

Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. Hi.
Central

X
9.42
9.50
9.45
8.68
8.73
8.63

S
1.55
1.68
1.55
1.51
1.82
1.67

*Source: J. Rex Enoch, Nathan W. Gottfried, and
Jerald O. Savelis. A Report of the East Baton Rouge Parish
Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory,
Austin, Texas, August 1969, p. 29.

(r=.07). Also, the measures of the implementation of "good
study habits" were all high and often questionable.
Chi Square value of 42*546 (21df) was obtained
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The mothers in this sample were questioned as to
their views toward the value of an education today.

Their

answers were categorized in terms of a strictly academic
rationale (e. g. , "one should learn all they can"), a
strictly utilitarian rationale (e. g . , "to get a good job"),
or a combination of the two.

It was found that 58.34 percent

(N=291) of the mothers felt that a college education was a
must to succeed in today's world.
the mothers

However, the majority of

(63.25 percent or N=315) perceived mainly the

utilitarian value of an education, e. g . , status, money, etc.
Only a few (3.41 percent or N=17) stressed the importance of
an education for purely academic reasons.

Although the

majority of the responses in most of the schools were
classified as strictly utilitarian, the white mothers were
more likely to emphasize some academic value to the educational process.

15

The mother's preference concerning the most

important reason for getting a good education is expressed
in Table XVI.

for measuring the degree of association between the mother"* s
education and her stress on achievement. This was significant
at the .01 level.
150f the 178 mothers who mentioned some academic
rationale for acquiring a good education, almost two-thirds
of them were white.

TABLE XVI

School .

MOTHER'S PREFERENCE CONCERNING THE MOST IMPORTANT REASON FOR GETTING
A GOOD EDUCATION BY SCHOOL, EAST BATON ROUGE PARISH,
__________________________LOUISIANA, 1968-1969*_______ ____________
Value of Education
Strictly
Academic and
Strictly
Academic
Utilitarian
Utilitarian
Total
M
N
N
Percent
Percent
Percent
Percent

N

Elementary
Schools:
Greenville (E)
Polk
(C)
Banks (E)
Dufrocq (C)
Brookstown (E)
Glen Oaks (C)

2.43
2.32
0.00
0.00
9.52
2.27

1
1
0
0
4
1

31.70
25.58
25.00
9.09
66.66
22.72

13
11
11
4
28
10

65.85
72.09
75.00
90.90
23.80
75.00

27
31
33
40
10
33

99.98
99.99
100.00
99.99
99.98
99.99

41
43
44
44
42
44

Junior High
Schools:
21
99.99
39
46.15
18
53.84
McKinley (E)
0.00
0
100.00
32
40
15.00
Scotlandville (C)
5.00
2
6
80.00
99.99
39
51.28
20
Istrouma (E)
0
48.71
19
0.00
41
99.98
26
11
63.41
Glen Oaks (C)
9.75
4
26.82
37
99.98
25
10
67.56
Woodlawn (E)
2
27.02
5.40
99.98
39
17
51.28
43.58
Central (C)
2
20
5.12
*The total percentage did not equal 100.00 in some cases because of rounding
error.
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Evidently, there has been a strong emphasis placed
on the value of obtaining a college education on the part of
both races.

Most of the respondents recognized the mobility

potential that education might afford and this was especially
important to those in the lowest socio-economic class.
Table XVII represents the amount of education these parents
desire for their children by school.
Mother 1s Involvement in Her Child1s Education.

The

respondent's involvement in the education of her children
was measured in terms of the various ways these mothers could
participate in the functions of the school(s) and their
awareness of what was happening in the educational training
of their children.

They were questioned in nine (9) dif

ferent areas and their responses scored, yielding a total
score possible of twenty-three points.

It is significant

that many of the respondents indicated only a nominal in
volvement in their child's education.^®

Several did indicate,

-*-^This is probably to be expected from parents from
a low socio-economic class who have very little formal edu
cation themselves.
In keeping with this idea, it was de
sirable to measure the degree of association between the
mother's educational level and the offering of pre-school
educational training to her child. Needless to say, the
disadvantaged child frequently comes to school with little,
if any, pre-school training. A Chi Square value of 45.696
(18df) was obtained here, which was significant at the .001
level.

TABLE XVII
AMOUNT OF EDUCATION PARENTS DESIRED FOR THEIR CHILDREN BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969*

School

Experi
mental
or
Control

Greenville
Polk
Banks
Dufrocq
Brookstown
Glen Oaks
McKinley
Scotlandville
Istrouma
Glen Oaks
Junior High
Woodlawn
Central

Some
High
School
Percent

N

Amount of Education
High
Trade
school
school
Training
Diploma
N
Percent
Percent

N

Some
College
Percent

N

E
C
E
C
E
C
E
C
E

2.43
0.00
0.00
2.27
0.00
0.00
0.00
2.43
0.00

1
0
0
1
0
0
0
1
0

12.19
32.55
36.36
6.81
30.95
22.72
15.38
4.87
12.50

5
14
16
3
13
10
6
2
5

4.87
0.00
2.27
0.00
0.00
2.27
0.00
4.87
2.50

2
0
1
0
0
1
0
2
1

2.43
9.30
15.90
15.90
16.66
9.09
15.38
9.75
15.00

1
4
7
7
7
4
6
4
6

C
E
C

0.00
0.00
0.00

0
0
0

17.07
7.89
12.19

7
3
5

0.00
2.63
0.00

0
1
0

7.31
0.00
9.75

3
0
4

T A B L E X VII

(Continued)

Amount of Education

School
Greenville
Polk
Banks
Dufrocq
Brookstown
Glen Oaks
McKinley
Scotlandville
Istrouma
Glen Oaks
Junior High
Woodlawn
Central

Experi
mental
or
Control

College
Diploma
Percent

N

E
C
E
C
E
C
E
C
E

58.53
53.48
38.63
70.45
50.00
63.63
38.46
48.78
57.50

24
23
17
31
21
28
15
20
23

4.87
0.00
6.81
4.54
2.38
2.27
20.51
14.63
10.00

2
0
3
2
1
1
8
6
4

14.63
4.65
00.00
0.00
0.00
0.00
10.25
14.63
2.50

6
2
0
0
0
0
4
6
1

99.95
99.98
99.97
99.97
99.99
99.98
99.98
99.96
100.00

41
43
44
44
42
44
39
41
40

C
E
C

65.85
65.78
75.60

27
25
31

0.00
13.15
0.00

0
5
0

9.75
10.52
2.43

4
4
1

99.98
99.97
99.97

41
38
41

Diploma
Plus
Percent

N

No
Information
Percent
N

Total
Percent

N

*The total percentage did not equal 100.00 in some cases because of rounding error.
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however, that their youngest children in school (either
second or fourth graders) did frequently inform them of what
transpired at school.
Since a portion of this investigation was devoted to
an assessment of the child's performance in mathematics in
the classroom, it became necessary to question the respondent
as to which subject she provided the most assistance with
in regards to homework.

Over a third (35.34 percent or

N=176) of the respondents indicated that they found them
selves trying to help their child with his mathematics home17
work (or possibly mathematics and others combined).
The means and standard deviations of the scores on
"Mother's Involvement in Her Child's Education" are pre
sented in Table XVIII.
Once again, the means reflect a middle-range value,
suggesting more variation on this variable —

a fact sup

ported by the higher standard deviation scores for each

-^Many of the respondents expressed feelings of
frustration in attempting to help their child with the socalled "New Math." Hence, it was felt that the educational
level of the respondent might be directly related to her
willingness to help her child with his homework in mathe
matics .
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school.

It is significant that the involvement scores are

lowest for the mixed schools.

This is possibly a function

of the curtailment of many school activities in the raciallymixed schools in the South.

TABLE XVIII
THE MEANS AND STANDARD DEVIATIONS FOR THE MOTHER'S
INVOLVEMENT IN HER CHILD'S EDUCATION BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA, 19681969*

Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

X
12.44
8.89
13.43
12.49
9.88
11.58

Control
Sohools

S
4.32
2.82
3.39
3.85
3.65
3.58

Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. Hi.
Central

S

X
10.67
9.20
10.39
10.22
9.63
11.73

3.71
2.87
3.10
5.85
3.37
3.41

*Source: J. Rex Enoch, Nathan W. Gottfried, and
Jerald 0. Savelis, A Report of the East Baton Rouge Parish
Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory,
Austin, Texas, August 1969, p. 32.

Mathematics Learning.

One of the primary purposes

of this part of the investigation was to try to find aspects
of the background of the children which related to, and per
haps explained differences in, their levels of performance
in this subject area.

It was felt that the parents' per

ception of and attitudes toward the subject or their
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evaluations of the methods by which it was presented might
have some effect on their children in their performance in
this area in school.
Early in the interview, before the emphasis on
mathematics education became apparent through the questions,
the mother was asked which subject in the school was most in
need of improvement.

Her response was categorized in terms

of whether she mentioned mathematics as most in need of
some attention, whether mathematics was mentioned in conjunc
tion with other subjects which were also in need of improve
ment, or whether some other subject(s) was mentioned but
not mathematics.
XIX.

18

These responses are summarized in Table

No pattern between the schools was apparent in this

information, but there was variation evident in the responses.
The responses to several items were combined to pro
vide an index of "math learning in the home"

(included were

such factors as kinds of educational games provided in the

18

•

Many respondents misunderstood this questxon,
probably as a result of the interviewer failing to convey
exactly what was being sought at this point, consequently,
the answers were often in terms of something besides sub
ject matter (e. g., need better playgrounds, etc.).

TABLE XIX

School

Math
Percent

MOTHER'S EVALUATION OF SUBJECT IN CURRICULUM
WHICH MOST NEEDS IMPROVEMENT BY SCHOOL,
EAST BATON ROUGE PARISH,
_____________ LOUISIANA, 1968-1969*__________
Subject
Math and
One other
several
No
besides Math
Others
Others
Information
N Percent
N
Percent
N
Percent
N
Percent
N

Total
Percent

N
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Elementary
Schools:
99.98
41
34.14 14
2
0.0
0
4.87
Greenville(E)
39.02 16
21.95
9
42
99.98
Polk (C)
0.0
0
30.95 13
40.47 17
19.04 8
9.52
4
44
99.98
28
1
0
Banks (E)
63.63
2.27
0.0
27.27 12
6.81
3
44
99.98
20.45
9
52.27 23
0.0
0
Dufrocq (C)
13.63 6
13.63
6
42
99.98
59.52 25
0
Brookstown (E) 21.42 9
7.14
11.90
5
0.0
3
44
99.98
0.0
Glen Oaks (C) 15.90 7
4
36.36 16
38.63 17
0
9.09
Junior High
Schools:
1
99.99
39
12.82
5
2.56
McKinley (E)
25.64 10
25.64 10
33.33 13
Scotland
41
4
99.97
2
9.75
4.87
ville (C)
34.14 14
7.31
3
43.90 18
100.00
40
0.0
0
8
Istrouma (E)
27.50 11
15.00
6
37.50 15
20.00
41
0.0
99.99
8
0
19.51
21.95
9
Glen Oaks (C) 43.90 18
14.63
6
38
99.97
0.0
0
15.78
6
Woodlawn (E)
5.26
2
31.57 12
47.36 18
41
4
99.97
9.75
26.82 11
26.82 11
17.07
7
Central (C)
19.51 8
*The total percentage did not equal 100.00 in some cases because of rounding error.
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home, responsibilities with respect to the management of
the child's allowance, and the provision of teaching aids
for math learning in the home, etc.).19

The range of pos

sible scores was from three to fifteen.

The mean scores

and standard deviations for each school are presented in
Table XX.

TABLE XX
THE MEANS AND STANDARD DEVIATIONS FOR "MATHEMATICS
LEARNING" FOSTERED IN THE HOME BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISI
ANA, 1968-1969*

Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

X
10.02
10.86
11.50
12.38
12.20
12.42

S
2.70
1.80
2.12
2.10
1.84
1.93

Control
Schools
Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. Hi.
Central

X
9.30
9.82
11.23
9.41
10.85
12.29

S
2.26
2.43
1.89
2.44
2.23
2.19

♦Source: J. Rex Enoch, Nathan W. Gottfried, and
Jerald 0. Savelis. A Report of the East Baton Rouge Parish
Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory,
Austin, Texas, August 196 9, p. 34.

^A Chi Square value of 61.260
in measuring the degree of association
educational level and the provision of
her children. This was significant at

(12df) was obtained
between the mother's
educational games for
the .001 level.
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Since some of the questions involved responsibili
ties which would be a function of age, it is understandable
why the junior high values are generally higher than the
elementary school values
ville —

(with the exception of Scotland

a phenomena with no apparent explanation).

Enough variation was observable here to warrant further
investigation into the possible effects of these differences.
A second area of interest was the amount of attention
given in recent years to the so-called "New Math."

It was

deemed important to consider the respondent's evaluation of
this situation.

Whether or not they really understood the

"mechanics" of the so-called "New Math" was not the issue,
but rather their evaluation based on their perception of
this recent development.

This was an open-ended question

that was later categorized into favorable or unfavorable
categories, with allowances made for possible qualification
of their position.

Those responses may be found in Table

XXI and exhibit some degree of variation (as might be
expected) , although they are generally more favorable than
unfavorable.

However, the largest number of parents did

not help their children with their homework in mathematics
which suggests that they may not be aware of the actual
nature of the training their children are receiving in

TABLE XXI
MOTHER'S EVALUATION OF "NEW MATH" BY SCHOOL,
EAST BATON ROUGE PARISH, LOUISIANA
1968-1969*
Parental Evaluation

School

Favorable
Percent N

Elementary
Schools:
Greenville(E)
Polk (C)
Banks (E)
Dufrocq (C)
Brookstown (E)
Glen Oaks (C)

46.34
41.86
27.27
34.09
23.80
34.09

19
18
12
15
10
15

Qualified
Favorable
N
Percent

34.14
27.90
36.36
25.00
21.42
27.27

Junior High
Schools:
41.02 16
McKinley (E)
23.07
Scotland
21.95
ville (C)
43.90 18
32.50 13
Istrouma (E)
27.50
Glen Oaks (C) 24.39 10
29.26
34.21
Woodlawn (E)
7.89 3
19.51
Central (C)
41.46 17
*The total percentage did

Qualified
Unfavorable
Percent
N

Un
favorable
N
Percent

Position
not clear
Percent
N

Total
Percent

N

14
12
16
11
9
12

4.87
18.60
25.00
4.54
28.57
22.72

2
8
11
2
12
10

0.0
6.97
4.54
2.27
9.52
11.36

0
3
2
1
4
5

14.63
4.65
6.81
34.09
16.66
4.54

6
2
3
15
7
2

99.98
99.98
99.98
99.99
99.97
99.98

41
43
44
44
42
44

9

20.51

8

5.12

2

10.25

4

99.97

39

99.98
41
12.19
5
12.19
9
9.75
4
5
40
100.00
11
3
15.00
6
17.50
7
7.50
41
2
99.98
12
7
4.87
17.07
24.39 10
38
99.98
23.68
13
23.68
10.52
4
9
9
41
99.98
8
4
14.63
6
14.63
6
9.75
not equal a 100.00 in some cases because of rounding error.
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mathematics.

This information is expressed in Table XXII.

Actually, this finding is somewhat consistent with the
basically anti-intellectual attitude generally found among
people who are culturally disadvantaged.
Finally, the respondents were asked their opinion
relative to three attitude st^temehbs, two of which were
specifically related to the area of mathematics instruc
tion for their children.

Only 15.66 percent (N=78) of the

respondents agreed that "if my child learns to add, sub
tract, multiply, and divide, he knows all the mathematics
he needs to know."

But a larger percentage (24.50 percent

or N=122) agreed that "children often have trouble with
mathematics because the teachers try to make a simple sub
ject too hard."

The third statement, which read "Although

I may not understand it all myself, I believe the schools
are trying to teach my child what he needs to know . . ,"
resulted in almost unanimous agreement (90.56 percent or
N=451).

This was consistent with the earlier evaluation

of the school system evident on the part of these respon
dents.20

^Enoch, Gottfried, and Savelis, o£. cit. , p. 37.

T A B L E XXII
D I S T R I B U T I O N O N P A R E N T A L A S S I S T A N C E W I T H H O M E W O R K IN M A T H E M A T I C S BY SCHOOL,
___________________EA S T B A T O N ROUGE PARISH, LOUISIANA, 1968-1969*_____________

School

Help Child
with Math
Homework
N
Percent

Does not help
Child with
Math Homework
Percent
N

No
Information
Percent
N

Total
Percent

N

Elementary
Schools:
Greenville (E)
Polk (C)
Banks (E)
Dufrocq (C)
Brookstown (E)
Glen Oaks (C)
Junior High
Schools:
McKinley (E)
Scotlandville (C)
Istrouma (E)
Glen Oaks (C)
Woodlawn (E)
Central (C)
*The total
error.

41.46
39.53
27.27
29.54
38.09
29.54

17
17
12
13
16
13

51.21
60.46
68.18
70.45
61.90
65.90

21
26
30
31
26
29

7.31
0.00
4.54
0.00
0.00
4.54

16
22
41.02
2.56
56.41
9.75
26.82
11
63.41
26
50.00
12.50
37.50
15
20
18
0.00
43.90
56.09
23
22
15.78
26.31
10
57.89
29.26
12
4.87
65.85
27
percentage did not equal 100.00 in some cases

3
0
2
0
0
2

99.98
99.99
99.99
99.99
99.99
99.98

41
43
44
44
42
44

1
39
99.99
41
4
99.98
40
5
100.00
41
0
99.99
38
6
99.98
41
2
99.98
because of rounding
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The Intercorrelation of Selected Environmental
Variables.

A major question that was raised in connection

with these variables was their possible "interaction."

21

Consequently, an intercorrelation was run on the following
variables:

mother's education, mother's evaluation of the

local school system, stress on achievement, independence
training, mother's involvement in her child's education,
"mathematics learning" in the home, and income.
sults are presented in Table XXIII.

The re

Although some of

these might be considered statistically significant be
cause of the large size of the N involved (N=498), all of
the correlations were relatively low, suggesting a rela
tively low degree of interaction between the response
patterns on these different variables.
A second major question that was raised was the
issue of the legitimacy of combining these items into a

21

Although an effort was made to measure different
kinds of variables, it is entirely possible that the response
to one variable may affect the response to another in such
a manner that they are both essentially measuring the same
thing.
In order to determine if this might be the case,
these items were intercorrelated with each other and with
the mother's education and family income. Hence, these
two variables were considered to be of special interest in
studying the home environment of disadvantaged children,
since they are likely to directly influence the quality of
the "educational environment" that exist there.

T A B L E XXIII

INTERCORRELATION OF SELECTED SOCIO-ECONOMIC, ATTITUDINAL,
AND BEHAVIORAL VARIABLES FOR TOTAL SAMPLE*

(1) Mother1s Education

(1)

(2)

(3)

(4)

(5)

(6)

(7)

—

-.14

.18

.13

.18

.27

.26

-.10

-.15

-.14

-.07

.11

.22

.24

-.06

—

.07

.12

.10

—

.30

.10

—

.23

(2) Mother's Evaluation of Local
School System
(3) Stress on Achievement

-.13

(4) Independence Training
(5) Mother1s Involvement in Her Child's Education
(6) "Mathematics Learning" in the Home
(7) Income

mm mm

*Source: J. Rex Enoch, Nathan W. Gottfried, and Jerald 0. Savelis. A Report of
the East Baton Rouge Parish Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory, Austin, Texas, August 1969,
p. 38.

178

single measure.

In order to gain some perception concerning

this potential problem, the responses to each item were
correlated with the total scores of which these items were
a part for each individual.

This was initially accomplished

for the entire population, but in order to test the reli
ability of these results, the population was divided in half
and the same relationships were again tested for each half
of the population.

Since the results in each test were es

sentially similar, confidence could be placed in the validity
of these measures. 22

The various indices that were employed

to measure the mother's involvement in school were the only
exceptions since they did not have the same meaning or
applicability in the different schools and the measured
relationships between the item responses and the total score
on this variable were lower than those found with any of
the other measures combining responses to more than one
question.

99

The one major exception was in the area of" the
mother's involvement. Further research would probably be
required to ascertain why this particular variable was sus
ceptible to such variation in meaning between different
schools.
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A longitudinal analysis of academic
ACHIEVEMENT IN MATHEMATICS AMONG THE
CHILDREN IN THE EXPERIMENTAL AND
CONTROL SCHOOLS

Tests were administered to every child present on the
day of testing in the second, fourth, and seventh grades in
the six experimental and six control schools.23

The first

administration of these tests was in October, 1968; this
provided the so-called "pre" test scores.^

The same tests

were again administered in May, 1969; this provided the
"post" test scores and the basis for a longitudinal analysis of performance in mathematics for that academic year.

25

22

The author has been provided the "test scores" for
this analysis by Dr. Nathan W. Gottfried, who served as con
sulting psychologist for the Southwest Educational Develop
ment Laboratory and supervisor of all testing for the duration
of this project.
This author is grateful for Dr. Gottfried's
willingness to share this information.
24

The testing procedures called for all tests to be
administered by Teacher-Consultants, regularly assigned to
the respective schools.
Standardized instructions in the
test manuals were followed. The test instruments used were:
The Cooperative Primary Arithmetic Test, for second grades;
The California Arithmetic Test, for the fourth grades; and,
The California Arithmetic Test, for the seventh grades.
^ T h e relative performance of these groups was ex
pected to provide information useful in gauging areas of
effectiveness and those in need of revision in the program.
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Children present for both "pre" and "post" tests
formed the population upon which this phase of the analysis
was based.

Those present for the "pre" test but not for the

"post" test have been included in the category "attrition,"
whether their absence was due to an actual move out of the
district or some other reason.
In Table XXIV, the race and sex composition of the
"test" population is shown for each school.

In the case

of Banks and Dufrocg Elementary Schools, where the rate of
attrition was greater than fifteen percent, the race and
sex characteristics of the children lost through attrition
is also described.
Several features of the race and sex composition
are noteworthy.

As stated earlier, the population of

Brookstown and Glen Oaks Elementary Schools was predominantly
white.

On the other hand, the population of Greenville

and Polk was all Negro.

These pairs of schools appeared to

be comparable racially.

However, with regards to the

racially integrated schools, the racial compositions were
not comparable.

For example, the student population of

Banks was approximately one-third Negro and two-thirds
white.

Its comparison school, Dufrocq, was approximately

TABLE XXIV
RACE AND SEX COMPOSITION OF THE TOTAL TEST POPULATION AND ATTRITION,
EAST BATON ROUGE PARISH, LOUISIANA 1968-1969*

School

Negro
Male

Test Population
Negro
White
Female
Male

White
Female

Negro
Male

Attrition (where 15% or more)
Negro
White
White
Male
Female
Female

Elementary
Schools:
Greenville (E)
Polk (C)
Banks (E)
Dufrocq (C)
Brookstown (E)
Glen Oaks (C)

48
51
16
24

45
49
11
27

4

20
7
60
44

33
1
56
51

58
50
48
42

27
36
42
50

5
16

6
10

6
9

13
3

Junior High
Schools:
McKinley (E)
Scotlandville (C)
Istrouma (E)
Glen Oaks (C)
Woodlawn (E)
Central (C)

47
50
3
2

61
55
5
3
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♦Source: J. Rex Enoch, Nathan W; Gottfried and Jerald 0. Savelis. A Report of
the East Baton Rouge Parish Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory, Austin, Texas, August 1969,
p. 41.
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eighty-five percent Negro and fifteen percent white.^6
At the junior high school level, few Negroes were
found in the test populations of the integrated schools.

As

noted in Table XXIV, at Istrouma Junior High School, only
eight out of ninety-three students were Negro.

Therefore,

the test scores for the Negro students had to be discarded
for this particular school.^7
This particular phase of this analysis of the data
consisted of two parts:

(1)

the determination of compar

ability of the experimental-control schools based on the
"pre" test scores; and,

(2)

an evaluation of "post" test

differences between the experimental and control schools.
The differences in the mean scores were evaluated for both
the experimental and control classes and for males and

Breakdown into grade-levels only exaggerated the
racial non-comparability of the groups.
27

At Glen Oaks Junior High School, it was found that
only five out of ninety-one students were Negro. Again, the
test scores for the Negro students in this school had to be
discarded.
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females utilizing a two-way analysis of variance with un
weighted means.
Means and standard deviations are shown for each
experimental and control school in Table XXV (Elementary
Schools) and Table XXVI (Junior High Schools).

Table XXVII

presents an "analysis of variance" for the "pre" test scores
on the second and fourth grades.

Table XXVIII presents the

same information for the seventh grade.

An interpretation

of these results has been discussed separately for each
pair of schools, and the pattern of results provided.28
Greenville(E) - Polk(C).

The Polk students began

the year at a higher level of mathematics proficiency than
the Greenville students according to an analysis of the
second grade "pre" test means.

After the "post" testing was

concluded, it was found that differences between these two
groups were insignificant at that time.

A regression analy

sis indicated that no overall difference existed between the
test populations from these schools.

29

^^The author must acknowledge that Dr. Nathan W.
Gottfried,consulting psychologist for the Southwest Educa
tional Development Laboratory, provided the necessary
"expertise" for interpretation of the test scores for this
particular phase of the research project.
29

The inference that the experimental program con
tributed to the reduction in mean differences between these
groups is unwarranted in this situation.

T A B L E XXV

MEANS AND STANDARD DEVIATIONS FOR EXPERIMENTAL AND CONTROL ELEMENTARY SCHOOLS*

School

Race
and
Sex

Greenville (E)

NM

Polk (C)

NF

Banks (E)

NM

Dufrocq (C)

NF
WM
WF

Brookstown (E)

NM

Glen Oaks (C)

WF

Means
and
Stand
ard
Devia
tions
X
S
X
S
X
S
X
S
X
S
X
S
X
S
X
S

Experimental School
Grade 2 (Coop)
"Pre"
"Post"
test
test
23.7
6.5
24.4
5.8
30.1
8.4
33.8
10.3
35.1
6.7
31.8
6.7
35.2
8.4
33.5
8.1

31.3
8.9
33.7
5.3
34.2
8.4
37.2
12.8
38.1
8.8
35.8
7.2
40.5
8.1
39.9
7.5

Control School

Grade 4 (CAT) Grade 2 (Coop) Grade 4 (CAT)
"Pre"
"Post" "Pre" "Post" "Pre"
"Post"
test
test test
test
test
test
23.3
5.5
21.2
9.8
21.3
8.7
22.6
9.4
29.8
7.6
35.6
10.8
39.5
10.4
38.6
10.5

27.2
10.1
33.4
11.4
36.7
9.6
38.4
9.6
48.3
11.9
51.9
11.1
60.2
11.6
60.7
12.7

30.9
7.1
28.8
7.8
21.9
9.4
25.3
9.5
32.8
12.4

33.8
9.2
33.7
7.4
30.2
12.3
30.3
8.9
40,4
7.9

25.0
10.2
22.7
7.3
19.3
11.1
18.0
7.2
21.0
15.1

39.3
14.0
32.2
9.6
14.7
14.2
17.6
10.5
35.6
8.6

36.7
6.1
34.8
7.1

42.7
6.2
40.7
7.2

40.4
8.6
35.3
11.3

51.2
11.2
49.4
11.5
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*Source: J. Rex Enoch, Nathan W. Gottfried, and Jerald O. Savelis. A Report of the
East Baton Rouge Parish Mathematics Project, 1968-1969. An unpublished Report prepared for
the Southwest Educational Development Laboratory, Austin, Texas, August 1969, p. 44.

TA B L E XXVI

MEANS AND STANDARD DEVIATIONS FOR EXPERIMENTAL AND CONTROL
JUNIOR HIGH SCHOOLS*

School

Race
and
Sex

McKinley (E)

NM

Scotlandville (C)

NF

Istrouma (E)

WM

Glen Oaks (C)

WF

Woodlawn (E)

WM

Central (C)

WF

Means
and
Stand
ard
Devia
tions

Experimental School

Grade 7 (CAT)
"Pre" test
"Post" test

Control School

Grade 7 (CAT)
"Post" test
"Pre" test

X
S
X
S

37.6
12.0
37.1
12.4

40.6
15.7
43.9
15.4

39.0
11.2
39.0
13.0

50.2
19.8
49.6
18.6

X
S
X
S

49.5
14.3
55.5
15.8

60.4
19.2
64.4
19.8

59.3
15.0
59.8
12.9

70.1
20.5
71.2
19.7

X
S
X
S

58.2
13.7
59.3
17.4

70.3
21.1
76.3
20.4

59.6
17.2
59.9
16.4

62.9
26.4
70.2
23.1
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*Source: J. Rex Enoch, Nathan W. Gottfried, and Jerald 0. Savelis. A Report of
the East Baton Rouge Parish Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory, Austin, Texas, August 1969,
p. 45.

T A B L E XXVII

ANALYSIS OF VARIANCE FOR SECOND AND FOURTH GRADES*
Green
ville (E)
Polk(C)

Second Grade
rrPre" test
"Post" test

Source
df
1
A. Sex
1
B. Program
Interaction
1
Error
(within)
90
Brookstown(E)
Glen Oaks(C)

MS
12.16
16.77
94.01
47.49

F
< 1
< 1
1.97

df
1
1
1

MS
31.20
35.09
39.20

90

64.22

Fourth Grade
"Pre" test
"Post" test
F
<1
<1
<1

Second Grade
"Pre" •test
"Post:" test
F
F
df
df
MS
MS
1
54.05 1.02
1 91.62
1.61
<1
1
1 55.41
52.43 <1
<1
1
1 0.27
9.99 <1

df
1
1
1

MS
119.75
64.84
0.01

F
df
1.67 1
<1
1
<1
1

95

71.90

95

MS

F
6.21 <1
735.38 5.62**
1101.83 8.43**
130.75

Fourth Grade
"Pre" test
"post" test
F
df
MS
F
MS
2.06 1
9.91 <1
222.17
2546.85
18.18***
<1
34.18
1
<1
34.43 <1
105.44
1

df
Source
1
A. Sex
1
B . Program
Interaction
1
Error
140.10
104
53.17
107.56
99
104 56.98
99
(within)
♦Source: J. Rex Enoch, Nathan W. Gottfried, and Jerald 0. Savelis. A Report of
the East Baton Rouge Parish Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory, Austin, Texas, August 1969,
p. 46.
**p <.05
***p <.01
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TABLE XXVIII

ANALYSIS OF VARIANCE FOR SEVENTH GRADE*

McKinley(E) - Scotlandville(C)
Source
A. Sex
B, Program
Interaction
Error (within)
Istrouma(E) - Glen Oaks(C)
Source
A. Sex
B . Program
Interaction
Error (within)
Woodlawn(E) - Central(C)
Source
A. Sex
B. Program
Interaction
Error (within)

df
1
1
1
209

"Pre" Test
F
MS
< 1
30.93
< 1
72.53
< 1
3.20
. 147.67

df
1
1
1
167

MS
422.14
1976.83
289.08
208.64

df
1
1
1
192

MS
24.50
49.00
7.50
264.15

df
1
1
1
209

"Post" Test
MS
100.79
3112.87
252.78
303.01

F
2.02
9.48***
1.38

df
1
1
1
167

MS
246.71
2705.08
83.77
391.14

F
<1
6.92***
<1

F
<1
<1
<1

df
1
1
1
192

MS
2207.51
2268.04
19.53
533.00

F
4.14**
4.26**
<1

F
<1
10.27***
<1
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*Source: J. Rex Enoch, Nathan W. Gottfried , and Jerald 0. Savelis. A Report of the
East Baton Rouge Parish Mathematics Project, 1968-1969. An unpublished Report prepared
for the Southwest Educational Development Laboratory, Austin, Texas, August 1969, p. 47
**p <.05
***p <.01
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The fourth grade "pre" test means indicated,that
the experimental and control groups may be considered com
parable on initial test results.

However, the scores from

the "post" tests indicated an overall higher performance
for the control group at Polk Elementary School.^0
Brookstown(E) - Glen Oaks(C).

No differences were

found at the second grade level between these two schools
on the "pre" or "post" test means.

Additionally, at the

fourth grade level, the "pre" test means indicated that the
students tested at these two schools were essentially com
parable in their mathematics proficiency.

With regards to

the "post" tests results, however, the Brookstown students
scored higher than the Glen Oaks students.
McKinley(E) - Scotlandville(C).

Students tested from

these two schools indicated a similar level of mathematics
proficiency according to the "pre" test means, i. e . , for the
seventh grade.

However, the students from Scotlandville

^®No overall differences were found, but there was a
differential effect on sex for the experimental and control
programs. Boys in the experimental program gained consid
erably less than did the girls in the experimental program.
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scored higher than the students from McKinley on the "post"
tests.
Istrouma(E) - Glen Oaks(C).

The seventh grade class

es that were tested at these two schools were not considered
comparable according to the "pre" test means.

To add to this

problem, the "post" test differences were in the same direc
tion as the "pre" test differences and were, therefore,
uninterpretable.
Woodlawn(E) - Central(C).

The seventh grades that

were tested at these two schools were considered comparable
according to the "pre" test means.

However, the "post" test

showed that Woodlawn scored higher on mathematics achieve
ment than Central.

This test also indicated differences on

both sex and treatment (the type of mathematics program in
volved) variables.

Hence, the girls in both Woodlawn and

Central scored higher than the boys.

There w a s , however, no

interaction between sex and treatment.
Banks(E) - Dufrocq(C).

As mentioned earlier, the

racial composition of the test populations in these two
schools were not comparable.

Furthermore, as stated previ

ously, breakdown into grade-levels only exaggerated the
racial non-comparability of these classes.

In addition to

this problem, both of the schools had an attrition rate that
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exceeded fifteen percent, i. e . , for Banks (N=30) and
Dufrocq (N=38).

Therefore, the test results for these two

schools could not be analyzed.
Basically, the test scores for all of the paired
schools in this investigation indicated that the "experimen
tal curriculum materials" in mathematics were most effective
with a white student population who did not have a "disad
vantaged" background, e. g . , those with average or above
average status on most socio-economic variables.

This can

be illustrated with the seventh grade at Woodlawn and the
fourth grade at Brookstown.
On the other hand, the same materials were least
effective in those schools with a large Negro student popu
lation —

schools where it would be expected to find a con

siderable number of "disadvantaged" students from a lower
socio-economic background —
population in this study.

in short, the so-called "target"

This can he illustrated by the

fact that the McKinley seventh grade and Greenville fourth
grade performed at a lower level in mathematics than their
counterparts using the regular materials.

•^The low performance of the boys in the Greenville
fourth grade classes was an especially troubling outcome. How
ever, the findings for the "target" population help to re
affirm a statement by Deutsch:
"In recent years, there have
been major curriculum renovations, enrichment programs and
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A CORRELATIONAL ANALYSIS OF POSSIBLE
RELATIONSHIPS BETWEEN SELECT "HOME
ENVIRONMENTAL" VARIABLES AND ACADEMIC
ACHIEVEMENT IN MATHEMATICS.

Both section three and four of this chapter is
focused upon the relationship between the information ob
tained through the interviews with the respondents and the
performance of their children in mathematics, viewed in
terms of the gain evident during the school year as
measured by standardized tests.

For this portion of the

analysis, the children in the test population were grouped
into two categories:

"high" and "low" gainers.

oo

Their

gain scores were determined by the difference between their
scores on the "pre" and the "post" tests.

new systems for teaching mathematics and the sciences, pro
grammed courses and teaching machines, as well as a multipli
city of new methods for teaching reading.
However, in the
disadvantaged, underdeveloped areas of our communities,
where there is the large proportion of underachievers, these
new methods are probably least applicable, being most often
based on an assumption that the child has reached a particu
lar level in skills which underlie them . . . for the disad
vantaged child this is an unwarranted assumption." Martin
Deutsch, "Facilitating Development in the Preschool Child:
Social and Psychological Perspectives," The Disadvantaged
Child, (New York: Basic Books, Inc., 1967), p. 62.
32The grouping of the children into the categories of
"high" and "low" gainers allowed for some control for the
fact that the children did not all start out at the same
level and the primary concern here was with their relative
improvement in performance during the school year.
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As mentioned earlier, there was some attrition
during the school year and some students did not take both
the "pre" and "post" tests.

For this reason, the number of

students represented in this analysis was lower than the
number reported in section one of this chapter.

A summa

tion of this information can be found in Table XXIX.

As

stated in section two, the number lost in most of the
schools was nominal, but there were two exceptions.

OO

The primary concern when one must generalize from
a sample to the parent population is always the issue of
representativeness.

In order to determine the representa

tiveness of this sample, the mean scores of this sub-group
on the "pre" and "post" tests were compared with the mean
scores for the "total" population for each grade in each
school.

This information, summarized in Table XXX, suggests

that the samples (with different schools) in the "pre" and
"post" population were similar enough to the total groups

33Banks and Dufrocq, the "racially-mixed" schools at
the elementary level and the only schools characterized by
more than "token" integration, were affected by an unusually
large number of students "lost" during the school year. This
was especially true for Dufrocq. Both of the schools are in
an area of Baton Rouge characterized by obvious shifts in
the population, as far as racial composition is concerned,
and this was evident in the data collected.

T ABLE XXI X

NUMBER OF STUDENTS IN SAMPLE LOST THROUGH ATTRITION OR MISSING
INFORMATION BY SCHOOL , EAST BATON ROUGE PARISH ,
LOUISIANA, 1968-1969*

School
Elementary
Schools:
Greenville (E)
Polk (C)
Banks (E)
Dufrocq (C)
Brookstown (E)
Glen Oaks (C)

Original
Number
Percent

99.99
99.99
99.99
99.99
99.99
99.99

.... .
N

41
43
44
44
42
44

Number
Lost
Percent

12.19
4.65
20.45
29.54
7.14
11.36

N

5
2
9
13
3
5

FinAl
Number
Percent

87.80
95.34
79.54
70.45
92.85
88.63

N

36
41
35
31
39
39

Junior High
Schools:
5.12
39
41
12.19
12.50
40
41
14.63
7.89
38
7.31
41
"Original Number" did not

2
94.87
5
87.80
5
87.50
85.36
6
3
92.10
3
92.68
equal 100.00 in some

37
36
35
35
35
38
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McKinley (E)
99.99
Scotlandville (C)
99.99
Istrouma (E)
100.00
Glen Oaks (C)
99.99
Woodlawn (E)
99.99
Central (C)
99.99
*The total percentage for the
cases because of the rounding error.

TABLE XXX
A COMPARISON OF GRADE LEVEL MEANS OF "PRE" AND "POST" TESTS FOR POPULATION AND
SAMPLE BY SCHOOL, EAST BATON ROUGE PARISH, LOUISIANA, 1968-1969*

School

Experi
mental
or
Control

Mean Scores
Grade

"Pre" Test
Population

Sample

"Post" Test
Population
Sample

Elementary
Schools:
Greenville

(E)

Polk

(C)

Banks

(E)

Dufrocq

(C)

Brookstown

(E)

Glen Oaks

(C)

2
4
2
4
2
4
2
4
2
4
2
4

24.0
22.2
29.9
23.8
32.4
29.5
25.6
19.1
34.4
39.0
35.8
37.4

24.7
22.2
29.8
25.7
33.6
24.8
26.9
19.6
36.3
39.3
35.7
40.4

32.3
30.5
33.7
35.7
36.1
46.2
32.0
19.6
40.2
60.5
41.7
50.1

33.1
34.3
34.4
35.2
36.9
43.1
31.9
17.4
42.1
60.4
41.2
54.4
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TABLE XXX (Continued)

School

Experi
mental
or
Control

(E)
(C)
(E)
(C)
(E)
(C)

Grade

"Pre" Test
Population

Sample

7
7
7
7
7
7

37.3
38.5
51.4
59.5
58.7
59.7

36.9
40.4
51.2
57.9
60.3
63.2

"Post" Test
Population

Sample

Junior High
Schools:
McKinley
Scotlandville
Istrouma
Glen Oaks
Woodlawn
Central

42.4
49.9
61.7
70.6
73.1
66.4

39.8
53.3
62.8
65.9
71.6
71.6

*Source: J. Rex Enoch, Nathan W. Gottfried, and Jerald 0. Savelis. A Report of
the East Baton Rouge Parish Mathematics Project, 1968-1969. An unpublished Report pre
pared for the Southwest Educational Development Laboratory, Austin, Texas, August 1969,
p. 52.
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from which they were chosen to allow for meaningful generali
zations about the total population involved in the project.
Where correlational measures were possible in this
analysis, such procedures were u s e d . ^

As mentioned earlier,

the children were dichotomized into two categories —
and "low" gainers.

"high"

Whenever a variable can be dichotomized,

a "point biserial correlation" is most commonly used.

35

This particular technique was employed in correlating six
of the background variables with the children's level of
gain in mathematics.
income;

These six were as follows:

(1) family

(2) mother's evaluation of the local school system;

■^The correlation coefficient is a precise measure
of the way in which two variables correlate.
Its value is
such as to.indicate both the direction (positive or negative)
and the strength of the correlation between the two vari
ables.
Specifically, the correlation coefficient is the
mean cross products of the Z scores of two variables. For
additional information concerning the correlation coefficient
see: George H. Weinberg and John A. Schumaker, Statistics,
An Intuitive Approach, (Belmont: Wadsworth Publishing Company,
1966) , pp. 259-265.
^ F o r a discussion of this particular technique, see
Quinn McNemar, Psychological Statistics, (New York: John
Wiley and Sons, 1962), pp. 189-194.
It should be pointed
out here that, contrary to most correlational measures, this
value can be greater than 1.00.
■^The mother's involvement in the schools was not
considered here since the scores frequently varied for
reasons outside the control of the parents.
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(3) parental stress on achievement;
ing in the home;

(4) independence train

(5) "mathematics learning" in the home;

and (6) parental perception of problems in mathematics in
struction in the schools.37

These correlational values are

presented in the aforementioned order in Table XXXI through
XXXVI.38
For most of these biserial correlations, the reported
values were quite low, suggesting little or no relationship.
Where the values were statistically significant, there was
no apparent pattern (e. g . , between Negro and white schools).
However, it was particularly interesting to note that most of
the statistically significant correlations were found in
the elementary schools.

This would suggest that the "home

environment" tended to have more effect on the children's
performance in the lower grades.

This, of course, would

probably be expected, but it was important that the findings
were generally consistent here.

37This was determined by the mothers' responses to the
second attitudinal statement in the questionnaire which read,
"Children often have trouble with mathematics because the
teachers try to make a simple subject too hard."
38The biserial correlations submitted herewith were
prepared by this author initially as a part of the following
report: J. Rex Enoch, Nathan W. Gottfried, and Jerald 0.
Savelis. A Report of the East Baton Rouge Parish Mathematics
Project, 1968-1969. An unpublished Report prepared for the
Southwest Educational Development Laboratory, Austin, Texas,
August 1969, pp. 54-58.
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Biserial Correlation between Family Income and
Mathematics Performance.

Family income proved to be a rela

tively important factor in three of the six elementary
schools, but in only one of the junior high schools.

How

ever, it was interesting to note that this particular junior
high school, Scotlandville, exnibited more variability in
income than did its counterpart, McKinley.

See Table XXXI.

TABLE XXXI
BISERIAL CORRELATION BETWEEN FAMILY INCOME AND
MATHEMATICS PERFORMANCE BY SCHOOL, EAST
BATON ROUGE PARISH, LOUISIANA,
1968-1969

Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

rbis
.056
.407
.719
-.106
-.120
-.237

Control
Schools
Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. High
Central

rbis
.470
.180
.121
.376
-.183
-.065

Biserial Correlation between Mother1s Evaluation of
the Local School System and Mathematics Performance.

Almost

no relationship was found between the mother's evaluation of
the local school system and her child's performance in mathe
matics.

This was not unexpected since the evaluations were
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generally high for all the mothers in all the schools.
Needless to say, this allows for virtually no discrimination
between responses.

The only exception to this was Banks,

where greater variability in the opinion of the mothers was
observed at this point.

Banks, it will be recalled, was

one of the racially-mixed schools and the mothers in this
area expressed more concern over the problems in that
school.

This concern possibly had some effect on their

children's performance in mathematics.

See Table XXXII.

Biserial Correlation between Parental Stress on
Achievement and Mathematics Performance.

With respect to

the parents' stress on achievement for their children, a
significant relationship was observed in four of the ele
mentary schools, but in only one of the junior high schools
(although in that one case, Woodlawn, the correlation was
quite high).

An interesting observation can be made here

in that Banks was one of the elementary schools where the
parents' stress on achievement showed little relationship
to their children's performance.
sented in Table XXXIII.

This information is pre
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TABLE XXXII
BISERIAL CORRELATION BETWEEN MOTHER'S EVALUATION
OF THE LOCAL SCHOOL SYSTEM AND MATHEMATICS
PERFORMANCE BY SCHOOL, EAST BATON
ROUGE PARISH , LOUISIANA,
1968- 1969

Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

Control
Schools

rbis
.239
.481
.294
.090
.110
.129

Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. High
Central

rbis
.155
.153
.215
-.066
.203
.114

TABLE XXXIII
BISERIAL CORRELATION BETWEEN PARENTAL STRESS ON
ACHIEVEMENT AND MATHEMATICS PERFORMANCE BY
SCHOOL, EAST BATON ROUGE PARISH,
LOUISIANA, 1968-1969*

Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

rbis
.465
.115
.415
-.089
-.131
.814

Control
Schools
Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks J r . High
Central

bis
.785
.407
-.167
.020
.099
.114
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Biserial Correlation between Independence Training
and Mathematics Performance.

With respect to the measure of

"Independence Training" in the home, a significant relation
ship was noted in only two of the elementary schools (Polk,
an all Negro school; and, Glen Oaks, an all white school).
A significant relationship was discovered in only one of the
junior high schools

(Woodlawn —

an all white school).

How

ever, no generalizations were possible on the basis of only
three significant relationships.

See Table XXXIV .

Biserial Correlation between "Math Learning" in the
Home and Mathematics Performance.

The measures of "Math

Learning" in the home were associated with levels of gain in
performance in four of the elementary schools, but, again,
in only one of the junior high schools.

It is possible that

the teaching aids and learning processes related to mathe
matics have an effect on the early academic achievement of
the child, but lose some of their importance as the child
advances to higher levels of mathematics instruction.
particular point is quite relevant and is

This

worthy of addition

al investigation in future research efforts.

See Table XXXV.
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TABLE XXXIV
BISERIAL CORRELATION BETWEEN INDEPENDENCE TRAINING
AND MATHEMATICS PERFORMANCE BY SCHOOL, EAST
BATON ROUGE PARISH, LOUISIANA,
1968-1969

Experimental
Schools

rbis

Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

-.031
.221
-.268
.293
.192
.424

Control
Schools
Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. High
Central

rbis
.626
.297
1.070
.000
-.003
-.107

TABLE XXXV
BISERIAL CORRELATION BETWEEN "MATH LEARNING" IN THE
HOME AND MATHEMATICS PERFORMANCE BY SCHOOL, EAST
BATON ROUGE PARISH, LOUISIANA, 1968-1969

Experimental
Schools

rbis

Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

.461
.161
.696
.040
.004
-.087

Control
Schools
Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. High
Central

rbis
.335
.441
.191
.225
.222
.378
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Biserial Correlation between Mother1s Perception of
Problem in Mathematics Instruction and Mathematics Performance.
It is interesting to note that no relationships were found
in any of the schools between the mother's perception of the
possible problems in the mathematics curriculum being a
function of the teachers' methods of presentation and the
actual performance of her child in the area of mathematics.
This is something that might be difficult for the child to
ascertain, and one that would be difficult for the parent
to detect.

See Table XXXVI for this information.

TABLE XXXVI
BISERIAL CORRELATION BETWEEN MOTHER'S PERCEPTION
OF PROBLEM IN MATHEMATICS INSTRUCTION AND
MATHEMATICS PERFORMANCE BY SCHOOL, EAST
BATON ROUGE PARISH, LOUISIANA,
1968-1969

Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

rbis
.151
-.159
-.043
-.106
.199
.132

Control
Schools
Polk
Dufrocq
Glen Oaks Elem.
Scotlandville
Glen Oaks Jr. High
Central

rbis
.266
.055
.044
-.023
.171
.301
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TESTING OF THE RESEARCH HYPOTHESES
USING A LEAST-SQUARES ANALYSIS OF
VARIANCE

The analysis of variance is a commonly used statis
tical method by which estimates of a number of variances
are made and by which the significance of the difference
between these estimates is determined.

From a statistical

viewpoint, it is "ideal" to have equal cell frequencies in
each subclass of the analytical design.

However, in some

kinds of empirical research, particularly sociological
research, disproportionate subclass frequencies are not
unusual.

Such is the case in this research

39

model.3^

A "least-squares" procedure to the analysis of vari
ance can sometimes be utilized whenever unequal subclass fre
quencies are present.
The fundamental logic of this procedure
is identical with that which argues for the simple deviations
from the median: the principle of "best fit." Just as the
sum of the deviations from the median is minimal, so the sum
of the squared deviations from the mean is also minimal. For
additional information concerning least-squares analysis, see
George W. Snedecor and Gertrude M. Cox, "Disproportionate
Subclass Numbers in Tables of Multiple Classification," Iowa
State College Experiment Station Research Bulletin 180, 1935;
Fei Tsao, "General Solution of the Analysis of Variance and
Covariance in the Case of Unequal or Disproportionate Numbers
of Observations in the Subclasses," Psychometrika, Volume XI,
(1946), pp. 107-128; Frank Yates, "The Analysis of Multiple
Classifications with Unequal Numbers in the Different Classes,"
Journal of the American Statistical Association, Volume XXIX,
(March 1934) , p. 51; R. E. Patterson, "The Use of Adjusting
Factors in the Analysis of Data with Disproportionate
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In this particular study, a least-squares analysis
of variance has been used on the following independent
variables as a measure of their potential relatedness to
the dependent variable (i. e . , achievement scores in mathe
matics) : mother's education, mother's occupation, mother's
evaluation of the local school system, parental stress on
achievement score, independence training, mother's involve
ment in her child's education, mother's emphasis upon
"mathematics learning" in the home, and income.

These in

dependent variables have been selected to offer a means of
assessing the "educational environment" in the home and how
it might be related to the actual performance of these
disadvantaged children m

mathematics. 40

Subclass Numbers," Journal of the American Statistical Associ
ation, Volume XXXXI, (September 1946), pp. 334-346; Hubert M.
Blalock, Jr., Social Statistics, (New York: McGraw-Hill Book
Company, Inc., 1960), pp. 311-317; and, Walter R. Harvey,
"Least-Squares Analysis of Data with Unequal Subclass Num
bers ," Agricultural Research Service Publication 20-8,
(Bettsville, Maryland: U.S. Department of Agriculture, 1960).
^®The N utilized for the least-squares analysis was
sufficiently large enough in each test (N=400) to allow for a
meaningful analysis of the sample being considered. This N
was less than the total N for the sample (N=498) because it
became necessary to omit those subclasses that had fewer than
three responses in order to reduce the rounding error. This
also helped to decrease the size of the matrix for a more
meaningful analysis. On the other hand, the researcher must
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This analysis of variance utilizing "least-squares"
did not yield a figure for "interaction," since the number
of cells in the matrix were too many (N=76) for this to be
meaningful.
following:

41

Nevertheless, this analysis did provide the

total least-squares analysis of variance with a

distribution of class and subclass numbers for the problem,
overall means and standard deviations for the independent
variables, the sum of squares, cross products of that sum
of squares, correlation, number of observations per inde
pendent variable, a constant estimate, and probably more
important here, a least-squares mean and the accompanying
standard error.^

The degrees of freedom, the sum of squares,

recognize that in cases where there is extreme variability in
the dependent variable, an N of 300 would probably be a mini
mum acceptable N for using a least-squares analysis of vari
ance .
^ T h i s was not a handicap, however, since the re
searcher can use the least-squares analysis of variance when
orthogonal polynomials are partitioned for a given set of
effects.
^ T h e standard error provides pertinent information
regarding variation around the mean value that is plotted.
Hence, the smaller the standard error, the more confidence
can be placed in the lack of variation within the "leastsquares" mean. This has been described as follows:
"If we
consider the sample means as estimates of the population mean,
we can say that there is a certain amount of error in our
estimation process owing to sampling fluctuations.
Therefore,
we refer to the standard deviation of a sampling distribution
as the standard error." See Hubert M. Blalock, Jr., Social
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mean squares, and the F values for each independent variable
are reported in Appendix B.
"Least-squares" was utilized to offer an appropri
ate test of the aforementioned research hypotheses in this
investigation.

The F value has been reported with each re

search hypothesis

(or corollary) as it was tested; however,

the least-squares mean depicting the relationship of each
has been plotted on a graph for additional clarification.^
The standard error has been given in parentheses below each
mean, as well as the N for that point on the graph.
The large value of the standard error often found on
the accompanying graphs is mostly due to the small N involved
for that particular observation.

This causes the graphs to

have some rather sharp dips, nevertheless, they portray the
relationship between the independent variables and achievement
scores in mathematics

Statistics, (New York:
p. 136.

(i. e . , the dependent variable) for this

McGraw-Hill Book Company, Inc., 1960),

^ T h e least-squares means is the best estimate of the
means if all the subclasses are assumed to have an equal N.
Hence, it is that mean that one would obtain if equal sub
classes held throughout the analysis. Nevertheless, with
unequal subclass numbers, it differs from the "raw" mean or
actual mean.
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particular sample.

The graph depicting each relationship

has been presented in the pages immediately following the
testing of the hypotheses.
Research Hypothesis 1^. The academic achievement of a
child in mathematics is positively influenced by the
existence of a high achieved socio-economic status
for his mother.
Corollary A o£ Research Hypothesis I_. The academic
achievement of a child in mathematics is positively
influenced as the level of educational attainment
of his mother increases. Finding: An F with 7 and
324 degrees of freedom was obtained which equaled a
value of 0.819. This value for F was less than
2.15 (the figure required for a significant rela
tionship at the .05 level). Result; There was no
significant difference in academic achievement in
mathematics for the child as the mother's education
al level increased. Therefore, "Corollary A of
Research Hypothesis I" was rejected.
Corollary B o£ Research Hypothesis !E. The academic
achievement of a child in mathematics is positively
influenced as the occupational status of his mother
increases. Finding: An F with 6 and 324 degrees
of freedom was obtained which equaled a value of
0.905. This value for F was less than 2.09 (the
figure required for a significant relationship at
the .05 level). Result: There was no significant
difference in academic achievement in mathematics
for the child as the occupational status of the
mother increased. Therefore, "Corollary B of Re
search Hypothesis I" was rejected.
Corollary C of Research Hypothesis I . The academic
achievement of a child in mathematics is positively
influenced as the level of the family annual income
increases. Finding; An F with 9 and 324 degrees of
freedom was obtained which equaled a value of 1.110.
This value for F was less than 1.89 (the figure re
quired for a significant relationship at the .05
level). Result? There was no significant difference
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in academic achievement in mathematics for the
child as the level of family annual income increased.
Therefore, "Corollary C of Research Hypothesis I"
was rejected.
Research Hypothesis II. The academic achievement of a
child in mathematics is positively influenced as the
mother's evaluation of the local school system becomes
more favorable. Finding: An F with 12 and 324 degrees
of freedom was obtained which equaled a value of 1.263.
This value for F was less than 1.75 (the figure required
for a significant relationship at the .05 level).
Result; There was no significant difference in academic
achievement in mathematics for the child as the mother1s
evaluation of the local school system became more favor
able. Therefore, "Research Hypothesis II" was rejected.^4
Research Hypothesis III. The academic achievement of
a child in mathematics is positively influenced as his
mother's involvement in his education increases.
Finding: An F with 16 and 324 degrees of freedom was
obtained which equaled a value of 0.620. This value
for F was less than 1.67 (the figure required for a
significant relationship at the .05 level). Result:
There was no significant difference in academic achieve
ment in mathematics for the child as the mother's
involvement in his education increased. Therefore,
"Research Hypothesis III" was rejected.
Research Hypothesis IV. The academic achievement of
a child in mathematics is positively influenced as his
mother's provision of a favorable "educational environ
ment' in the home increases.

^Although Research Hypothesis II must be rejected,
it is interesting to note that upon further analyses of this
independent variable and its possible relatedness to a varia
tion in the dependent variable, a linear value for F (F=4.302),
quadratic value for F (F=3.874), and a cubic value for F
(F=4.086) were found to be significant at the .05 level with
1 and 324 degrees of freedom in each test. The figure re
quired for significance would be 3.89. However, no gener
alizations can be made about this phenomena based solely on
these values.
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Corollary A of_ Research Hypothesis IV. The academic
achievement of a child in mathematics is positively
influenced as his mother's stress on achievement in
creases. Finding; An F with 7 and 324 degrees of
freedom was obtained which equaled a value of 1.082.
This value for F was less than 2.15 (the figure re
quired for a significant relationship at the .05
level). Result: There was no significant difference
in academic achievement in mathematics for the child
as the mother's stress on achievement increased.
Therefore, "Corollary A of Research Hypothesis IV"
was rejected.
Corollary B of_ Research Hypothesis IV. The academic
achievement of a child in mathematics is positively
influenced as his mother's emphasis upon "mathematics
learning" in the home increases. Finding; An F with
10 and 324 degrees of freedom was obtained which
equaled a value of 0.813. This value for F was less
than 1.85 (the figure required for a significant re
lationship at the .05 level). Result; There was no
significant difference in academic achievement in
mathematics for the child as his mother's emphasis
upon "mathematics learning" in the home increased.
Therefore, "Corollary B of Research Hypothesis IV"
was rejected.
Corollary C o£ Research Hypothesis IV. The academic
achievement of a child in mathematics is positively
influenced as his mother increases the level of "In
dependence Training" in the home. Finding: An F
with 4 and 324 degrees of freedom was obtained which
equaled a value of 0.357. This value for F was less
than 2.37 (the figure required for a significant re
lationship at the .05 level). Result; There was
no significant difference in academic achievement in
mathematics for the child as his mother increased
the level of "Independence Training" in the home.
Therefore, "Corollary C of Research Hypothesis IV"
was rejected.
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Thus, with regards to these research hypotheses,
there is no significant relationship between a given change
in an independent variable (e. g., such as mother's educa
tional attainment) and a subsequent change in the dependent
variable (academic achievement scores in mathematics for her
child).

However, this does not mean that a relationship

never exists between these two variables.

Rather in this

particular situation knowledge of variable X (the indepen
dent variable) will not enable one to predict the expected
45

value of variable Y (the dependent variable).

This has raised some interesting questions for which
there are no obvious answers.

It is possible that the

independent variables selected for consideration were not
the most relevant ones in the home environment of the "dis
advantaged child" that would subsequently influence his
academic achievement in mathematics.
In an effort to further analyze this data, chi square
tests of association have been used to measure the degree of

45

There are at least two possible explanations for the
statistically non-significant F values in this research;
first, there was a considerable amount of variation in the
achievement scores in mathematics; and, secondly, there may
be no significant difference in the achievement level of
"high" and "low" gainers as ascertained by the independent
variables considered here.
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independence between the following six variables and the
child's academic achievement in mathematics:
educational level;
education;
child;

(1) mother's

(2) mother's reason for getting a good

(3) mother's educational aspirations for her

(4) mother's evaluation of the subject area most in

need of improvement in the classroom;
tion of the so-called "New Math;" and,

(5) mother's evalua
(6) mother's assis

tance with mathematics homework for her child.

Some of these

variables represent "nominal" data; consequently, a chi
square test was considered an appropriate statistical tech
nique.

However, the results of this particular analysis

indicated that no significant relationships were found in
almost every case in every school included in this sample.
These tables can be found in Appendix C.

The only major

exception was in the case of the mother's educational level
where a significant relationship was observed in one of the
elementary schools (Glen Oaks) and two of the junior high
schools

(McKinley and Central).

evident here.

However, no pattern was

The only generalizations that can be made based

upon these findings is that the mothers of the "high" and "low"
gainers in mathematics really showed no significant difference
with regards to the previously mentioned variables.
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SUMMARY

The research hypotheses tested in this chapter can
not be confirmed based upon the findings of this investiga
tion.

However, the results of this study do not indicate

that a relationship never exist between the variables being
considered; rather they suggest that the present approach
detected far too much variability in the achievement scores
in mathematics

(the dependent variable) to be able to make

definite statements linking a partnership between specific
"educational experiences" in the home as they possibly re
late to academic achievement in mathematics.
It is possible that the actual variables selected
in this investigation were not the most relevant factors
operating in the "home environment" of disadvantaged children
that would subsequently have an "effect" upon their ability
to achieve in mathematics in the classroom.

Secondly, it is

possible that the children's performance in school operates
more independently of their home environment than is often
assumed.

Thirdly, a significant relationship might have

existed between the variables selected and the child's per
formance in mathematics, but because of the extreme vari
ability in their scores on the mathematics tests that were
administered, it became virtually impossible to determine
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this relatedness.
Finally, it is important to realize that with another
sample, a different age group, a discipline other than
mathematics, or at a different location, these variables
might be found to be more significant than in the present
setting.

However, these are all questions which can only be

answered by further research in this area.

CHAPTER VII

SUMMARY AND CONCLUSIONS

. . . human behavior does not exist in a vacuum,
. . . all behavior has some sort of social context.
Theories . . . could emphasize either the factors in
the external environment which make the individual
behave, or could emphasize the internal . . . capa
cities which the individual must translate into the
terms dictated by the environment. . . . The rela
tive strengths of the two forces will vary as the
individual moves through time and space.
One of the basic goals of any educational program is
to facilitate a program of selecting and organizing learning
experiences whereby each student will develop mentally,
physically, socially, and psychologically to the maximum of
his potentialities.

Thus, in order to accomplish this, the

instructional program must be directed toward affecting the
educational experiences of these students in such ways that
each will develop in terms of his individual aptitudes,
abilities, and aspirations.

School administrators have long

■^Harold L. Hodgkinson, Education in Social and Cul
tural Perspectives, (Englewood Cliffs: Prentice-Hall, Inc.,
1962), pp. 144-145.
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recognized the possibility of the "home environment" creating
a favorable (or unfavorable) educational atmosphere whereby
the individual child would be encouraged (or discouraged)
in his attempts to succeed within the classroom.

However,

this feeling has been more of the Verstehan variety,

2

rather than empirically determined.

JUSTIFICATION FOR THIS RESEARCH

Of all the different aspects of one's environment,
the home produces the first, and perhaps, most subtle in
fluence on the educational development of the child.

The

home can often exert considerable influence on the extent
of educational growth by determining the nature and quality
of "educational experiences" that occur in that environment.
It may also have a less direct influence on the educational
programs of the children who live there by stimulating or
stultifying their capacity to learn, their maturation and
motivation, and other such antecedents of educational achieve
ment.

^"Verstehan" is an intuitive notion sometimes held
by the researcher that something is true, yet remains to be
empirically determined.
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In previous research, Leahy attempted to develop a
measure of the home environment.

However, the measurement

was not designed to study the relationship of any specific
behavioral characteristic relative to that environment.

Nor

was the instrument she developed focused on any particular
component of the home environment.

Rather, it was prepared

to measure the over-all environment within the home; the
assumption being that this might provide useful information
regarding various aspects of human behavior.

In relation

to this particular study, correlations between the various
indices used by Leahy and educational achievement are not
known, as the measurement was not prepared specifically for
this purpose.
Others have attempted to study the environment and
how it might be related to performance on intelligence
x.
4
tests.
■u

Nevertheless, even though the contribution of these

~*See Alice Mary Leahy, The Measurement of the Urban
Home Environment, (Minneapolis: The University of Minnesota
Press, 1936).
^Deutsch used a "Deprivation Index" to investigate
the potential relationship between deprivation categories and
children's test performance on a variety of verbal, percep
tual, and reading measures. The index that he used was a
collection of items from a: questionnaire which was adminis
tered to a parent— usually the mother— of each of the chil
dren in the sample. The questionnaire included a number of
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studies has been recognized, this investigation has utilized
a different perspective in attempting to assess the relation
ship between select variables operating within the home of
disadvantaged children and their importance for scholastic
achievement in the school, e. g . , in this instance, focus
ing upon educational attainment in one discipline —

mathe

matics .
The lives of those conditioned by social, psycho
logical, and economic deprivation are usually so afflicted
that it often requires a different educational approach to
reach them effectively.

Thus, a better understanding of

the "educational environment" in the home should provide
valuable suggestions to the educators for the foundation of
more realistic programs of instruction and guidance.

items relating to aspects of family life, parents' aspira
tions for children, and the like. From these items, six
were extracted to form the Deprivation Index.
In short, he
found that a high index of deprivation (i. e., more depriva
tion as defined by the items on the index) is associated with
poorer test performance, regardless of the socihl-class level
of the child's family.
See Martin Deutsch, "Social Inter
vention and the Malleability of the Child," The Disadvantaged
Child, (New York: Basic Books, Inc., 1967), pp. 16-17.
Also, for additional information, see Dorothy Van Alstyne,
The Environment of Three-Year-Old Children, (New York:
Columbia University, 1929).
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If the pressures applied by the home (parents and
"significant others") upon the child are congruent with
those exerted by the school, then reinforcement occurs be
tween the two.

The French have coined an appropriate phrase,

La famille educogene, to describe families providing an
educational environment for their children.

Such an environ

ment includes, in particular, supporting social and intel
lectual pressures in the same direction as those exerted by
the schools.

5

The first-grade student, upon entering school for
the first time, brings with him a set of values and
"reasons for action" established by his parents. He
may be positively motivated toward learning, negative
ly motivated, or simply unmotivated. Though the edu
cational system can never hope to negate the influence
of the home environment, it can modify these influences
in many respects.®

C
JFloud has observed that this phrase reflects the
parental attitudes toward the school in different subcultures.
His interpretation was that parental attitudes create social
differences in the educational performance of children at the
same level of general ability.
See Jean Floud, "Social Class
Factors in Educational Achievement," Ability and Educational
Opportunity, edited by A. H. Halsey, (Paris: Organization
for Economic Cooperation and Development, 1961), p. 102. On
the other hand, the role of the family in socialization and
its influence upon academic achievement may be difficult to
study. For example, it is recognized that some of the learn
ing that goes on in the home is incidental.
In these in
stances, the parents may or may not be totally aware of what
they are teaching their children"
See Dorothy Westby-Gibson,
Social Perspectives on Education, (New York: John Wiley and
Sons, Inc., 1965), p. 140.
®Clark C. Abt, Serious Games,

(New York:

The Viking
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The standards of rewards and expectations held by
the parents exert pressures on the child, and influence his
goal setting responses in achievement.

Sears and Lewin

studied levels of aspiration in pre-school children and
concluded the following:
The child who chooses tasks for social and parental
gratification and reward may choose to operate at a
lower level of his abilities by choosing simpler tasks
where success is easily attainable.
But if the parents
set a high level of tasks for reward, the child tends
to operate at a higher level of his abilities. When
the parents tend to reward achievement which is "higher
than average," the child tends to establish a higher
goal for achievement. Where parents do not make such
comparisons, the child hits a lower level.^
Thus, it appears that educational achievement is de
pendent on the nature of the experiences received by the child.
In previous studies in this area, most of which have been
narrative, status characteristics such as social class,
father's occupation, and parent1s education have generally
been used as indicators for measuring the "quality" of the
child's home environment.

These status characteristics are

important and should not be overlooked, however, in the past

Press, 1970) , p. 16.
7

Floud, o p , cit. , p. 102.
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they have accounted for only a small portion of the "vari
ability" in the educational achievement of children.

In

view of this observation, it was planned to explore the
possibility of developing a more effective approach to the
study and measurement of select variables operating in the
"home environment" of disadvantaged children with the hope
of determining empirically how some of these variables
might be related to the educational achievement of the child
in a specific discipline, i. e., mathematics.

A SYNOPSIS OF THE RESEARCH "SCHEMA" AND
SUBSEQUENT FINDINGS FOR THIS INVESTIGATION

This research effort has attempted to make a socio
logical analysis of the potential relationship between select
variables operating in the "home environment" of disadvantaged
children which were hypothesized to be related to their per
formance in mathematics.

The investigation began in

September, 1968, in East Baton Rouge Parish, Louisiana, under
the auspices of the Southwest Educational Development
Laboratory.
Six schools were included in this research as "ex
perimental" schools —

those using the specially prepared

mathematics instructional materials —

and these were paired

with six schools, termed the "control" schools —

which
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utilized the regular mathematics instructional materials.
Each of the schools selected contained a student enrollment
of disadvantaged children, even though in some cases they
were not the major portion of the student population.

The

grades represented in this study were the second, fourth,
and seventh grades.
categories —
schools.

Schools were selected from three racial

all Negro, all white, and racially-mixed

An elementary and a junior high school were in

cluded in each of the three racial categories.
A "target" population for administering mathematics
achievement tests were selected from twelve schools in the
aforementioned parish; this population included approximately
1380 students.

From this number, ten students were randomly

selected from each class mentioned earlier, with a total of
forty-eight classes being involved.®

The mothers of these

children were singled out for an interview to attempt to
assess the potential partnership between the "home environ
ment" —

specifically, the educational environment that exist

there —

and the child's ability to perform well in mathe

matics in the classroom.

8The final N for this study exceeded the anticipated
480 and became 498; hence, there were families that had more
than one child represented in the study, and a few cases where
twins were included by selecting children randomly from the
grades involved.
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This research began by attempting to discern the
relationship between the information obtained through the
home interview and the performance of these children in
mathematics, viewed in terms of the "gain" evident in
mathematics achievement as measured by standardized tests-.
For this analysis, the children were grouped into two cate
gories of "high" and "low" gainers.

Their "gain" score was

derived by the difference between their scores on a "pre"
and "post" test in mathematics.
Several statistical tools were utilized in the
"analyses of the data."

Biographical information was pre

sented according to the frequency distribution of the
responses for each school in the sample.
and correlational measures —
and intercorrelations —

Chi square tests

both biserial correlations

were used wherever appropriate.

A least-squares analysis of variance was used to test the
"research hypotheses."®

This measure provided a means to

determine the potential relatedness between select inde
pendent variables (i. e . , such as mother's education) and

®The selection of this analytical procedure was
rationalized by the existence of unequal subclass numbers in
the data collected.

232

the dependent variable (i. e . , achievement scores of her
child in mathematics.)
Basically, very little relationship was found to
exist between the variables considered in the "home environ
ment" and the children's actual performance in mathematics
in the classroom.

In some cases, this may suggest too

little variance in the response patterns of the mothers of
"high" and "low" gainers.
Those relationships that warranted attention were
generally found in the elementary schools which probably
suggests that the home background might tend to have a de
clining effect on the child's academic performance as he
moves up in grade level.

These findings help to reaffirm

an observation made by Dautsch:
It seems to me that the current state of infor
mation would indicate the advisability of an orient
ation that calls for enriched opportunities for
environmental encounters as early as possible in the
life of the child, and their maintenance at least
through the formative years . . . greater emphasis
on achievement orientation, and general motivational
and interpersonal factors, may have greater saliency
in the preadolescent years.
In other words, the
older child may still be malleable, but may require
a very different kind of intervention strategy in
order to promote differential growth.I®

■^Deutsch, o£. cit., p. 10.
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The measure of mathematics learning in the home
was found to be related to the academic achievement of the
children in mathematics for some of the elementary schools,
but almost none of the junior high schools.

This would in

dicate that the parents might influence their children's
performance more in the earlier years of their schooling,
but this influence ceases to directly affect their perform
ance

in later years (although indirectly some influence

will still be there, if only in that the child will be
better prepared for more advanced work).
This particular research effort was primarily ex
ploratory in nature.

Hence, it is possible that there are

other variables which might be considered important for a
complete assessment of the "educational environment" in the
homes of culturally disadvantaged children.

The variables

selected for this investigation might show some degree of
relatedness if they were analyzed with another sample, in
a different location, with a different age group of chil
dren, or with a discipline other than mathematics.

Yet,

before these questions can be answered, further research
would be warranted.
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SOME APPLICATION OF THE FINDINGS

Even though this research has revealed a number of
"negative findings," these can be valuable in pointing the
way for more investigations m

the future.

11

in essence,

these research endeavors can be quite useful since infor
mation concerning the environment may help the teacher in
selecting different and more effective educational experi
ences for her students based upon the environmental data
obtained.

It is possible, perhaps even likely, that chil

dren are going to respond to the learning material differ
ently at the initial stages of instruction because of their
varied home backgrounds.

Thus, if the home environment of

these children is better understood in operational terms,
this may provide the teacher with a better understanding of
the challenges facing the disadvantaged child in our society.
Hence, with increased awareness of these problems during
the early stages of their development, appropriate remedial

■^For additional information, see G. William Walster
and T. Anne Cleary, "A Proposal for a New Editorial Policy
in the Social Sciences," The American Statistician, Volume
XXIV, Number 2, (April 1970), pp. 16-19; and, Jeffrey Hudson,
A Case of Need, (New York: The New American Library, Inc.,
1968).
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measures could be initiated at this primary stage of educa
tion.^
Information regarding the educational environment
in the home could provide a new interpretation of the educa
tional aspirations of culturally disadvantaged children.
If these children have comparable socio-economic backgrounds,
and yet differ markedly in their academic performance in the
classroom, a comparison of their environment might provide
probable explanation for this difference.
Research in this area could be beneficial for the
parents.

Since the success of the school in promoting the

educational development of the child may largely depend upon
favorable "educational experiences" within the home, efforts
directed at educating the parents on how they can better
provide a stimulating educational environment may be worth
while, at least in some families.
However, the purpose of this investigation was not

12

Children from socially and culturally disadvantaged
environments, without the benefit of an intervening and
meaningful enrichment program, will consistently lose ground
as they attempt to remain in school.
In relationship to
their more advantaged peers, these children are likely to
show a progressive loss in various test situations. The
longer negative environmental factors exist, the greater will
be the deficit for those who must endure them.
See Fred
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to pass judgment on this situation.

The problems of the

disadvantaged student have been perpetual ones, and their
effects, in terms of the loss of human potential, are
acknowledged; however, what too often is not recognized
are some of the various methods by which these problems
might be averted.

It is felt that this research can add to

a body of developing knowledge concerning the many chal
lenges that confront those who seek a better understanding
of the culturally disadvantaged child in our society.

IMPLICATIONS FOR FURTHER RESEARCH

Studies of lower class culture that have been
made so far tend to be lacking in methodological
precision. Further attention needs to be paid to
a more rigorous definition of the nature of the
sample. . . . Many studies have been based on
. . . observation techniques, with insufficient
consideration given to issues of reliability and
observer bias. While valuable insight can be
gained . . . , there is a tendency to make global
generalizations that lack adequate support.-*-3

Powledge, To Change a Child; A Report on the Institute for
Developmental Studies, (Chicago: Quadrangle Books,1967), p.
39.
"^Catherine S. Chilman, "Child-Rearing and Family
Relationship Patterns of the Very Poor," Welfare in Review,
Volume III, Number 1, (January 1965), p. 10.

237
This research effort has attempted to explore the
possibility of identifying and empirically analyzing select
environmental variables that seem to constitute a portion
of the educational environment in the home.

Consequently,

an investigation was made to relate specific environmental
variables to the scholastic achievement of disadvantaged
children in mathematics.^
It would seem appropriate that future research
efforts in this area

might begin with a replication of the

present study that would include

a different sample,

different age group,

and another setting.

The logic

this position may be

illustrated as follows:

a
of

An experiment whose results did not achieve some
arbitrary level of significance may contain valuable
information for interested readers. For example, a
reader may wish to search for a critical modification
of the experiment or the theory that led to its
design.
At this time, more longitudinal studies are needed in
order to obtain evidence about the possible "interaction"
between the child and his educational environment within the

14It is recognized that the findings of this investi
gation may be changed or modified with time and further re
search.
15Walster and Cleary, o£. cit. , p. 17.
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home.

This could provide some insight regarding an effec

tive program for grouping these children according to their
expected achievement —

based on some type of environmental

profile.
Profiles have been sketched of the low achiever
and of the high achiever. . . .
There appear to be
some clusters of correlates that characterize the
successful pup i l . ^
Hence, a procedure such as this may prove particularly use
ful in reducing the adverse consequences on the educational
development of disadvantaged children who have come from
homes where an "intellectual atmosphere" may be virtually
non-existant .^
One of the assumptions upon which the present investi
gation has been based was the so-called "stability" of the
educational environment within the home.

This component of

the total home environment probably warrants further

■^Newton S. Metfessel and Mark W. Seng, "Correlates
with the School Success and Failure of Economically Disad
vantaged Children," Reading for the Disadvantaged, edited by
Thomas D. Horn, (New York: Harcourt, Brace, and World, Inc.,
1970) , p. 80.
■^This could possibly be accomplished by providing
appropriate educational experiences from the beginning of
their formal education, instead of allowing the differences
to increase over the school years.
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investigation, and could possibly be analyzed through other
longitudinal studies.
Additional studies might provide further understanding
about the influence of the educational environment in the
home at different stages of instruction, and may reflect upon
its potential usefulness for academic prediction.

Further

more, other aspects of the home such as the physical environ
ment, social environment, and so forth, could also be
analyzed and their relationships and interaction with the
educational environment explored.
Since there are many components to a child's educa
tional environment, future research could focus on those
components that are operative outside the home.

This might

begin with an investigation of the school environment, or
the educational experiences gained in the child's "peer"
group.

Visits to libraries, museums, travel, and exposure

to new people may also affect the child's learning experi
ences outside the home.

An identification and measurement

of these contacts could provide valuable information con
cerning the effect these may have on the child's general
learning ability.
Research in this area should be extended beyond one
cultural setting; consequently, the relationship between the
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educational environment in the home and academic achieve
ment of the child may be studied in different cultural and
ethnic groups.

Studies of this nature could provide a

cross-cultural perspective into the differences, if any,
in the environmental variables that constitute the educa
tional environment within homes in different cultures.
Experimental programs . . . need to be repeated
with different groups of subjects, with different
staff composition, and in different parts of the
country in order to find out whether or not the
service methodology has general a p p l i c a t i o n . ^
Finally, there is a substantial need for research
aimed at finding out whether specific treatment programs
actually make a difference in the educational development of
the culturally disadvantaged child.

However, this kind of

evaluation procedure should probably include another dis
cipline in addition to mathematics.

This would provide a

more meaningful analysis since a comparison could be made
between the findings of this research and those obtained
utilizing another discipline. 19

^-^Chilman, o£. cit. , p. 17.
^ I t is possible that mathematics is an "atypical"
subject and may not provide an equal opportunity for the
assessment of every student's scholastic capabilities.
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SUMMARY

With regards to the present investigation, the en
vironmental variables selected and the analytical design
employed to measure them were by no means final.

It would

be desirable to identify other variables that help to des
cribe the "educational environment" within the home; hence,
this could be supplemented with a simultaneous effort to
develop better research techniques for a study of this
nature.
Several research efforts could emanate from the
present investigation.

Once initiated, these studies could

contribute substantially to an assessment of the impact of
the home and other agencies in the educational development
of the child.

Such research endeavors might provide more

insight into the "dynamics" of the educational partner
ship between the home and the school in more precise terms.

SELECTED BIBLIOGRAPHY

SELECTED BIBLIOGRAPHY

A.

Abt, Clark C.
1970.

BOOKS

Serious Gaines.

New York:

The Viking Press,

Alstyne, Dorothy Van. The Environment of Three-Year-Old
Childrenf New York: Columbia University, 1929.
Anastasi, Anne. Differential Psychology.
Macmillan Company, 1959.

New York:

The

Anderson, Earnest, and Walter Kolesnik. Education and Accultration in Modern Urban Society. Detroit:
University of Detroit Press, 1965.
Baldwin, Alfred Lee. Behavior and Development in Childhood.
New York: The Dryden Press, 1955.
Bartky, John A. Social Issues in Public Education.
Houghton Mifflin Company, 1963.
Barzun, Jacques. The Teacher in America.
Doubleday and Company, 1954.

Boston:

Garden City:

Bertrand, Alvin L. Basic Sociology: An Introduction to
Theory and Method. New York: Appleton-CenturyCrofts, Inc., 1967.
Blalock, Hubert M. Jr. Social Statistics.
Hill Book Company, 1960.

New York:

McGraw-

Bloom, Benjamin, et_. al. Compensatory Education for Cul
tural Deprivation. New York: Holt, Rinehart, and
Winston, 1965.
Blumer, Herbert.
Symbolic Interactionism: Perspective and
Method. Englewood Cliffs: Prentice-Hall Inc., 1969.

244

Brim, Orville G. Jr. Sociology and the Field of Education.
New York: Russell Sage Foundation, 1958.
Brookover, Wilbur B . , Ann Paterson, and Shailer Thomas.
Self-Concept of Ability and School Achievement.
East Lansing: Michigan State University Bureau of
Research and Publications, 1962.
Brookover, Wilbur B . , and David Gottlieb. A Sociology of
Education. New York: American Book Company, 1964.
Broom, Leonard, and Philip Selznick.
Harper and Row, 1968.

Sociology.

New York:

Bruner, Jerome Seymour. The Process of Education.
bridge:
Harvard University Press, 1962.
Caudill, Harry.
Little,
Clark, Kenneth B.
1965.

Cam

Night Comes to the Cumberlands. Boston:
Brown, and Company, 1962.
Dark Ghetto.

New York:

Harper and Row,

Clausen, John A. (Editor). Socialization and Society.
Little, Brown, and Company, 1968.
Coleman, James S. The Adolescent Society.
Free Press, 1961.

New York:

Collier, Kenneth. The Social Purpose of Education.
York: Humanities Press, 1959.
Conant, James B. Slums and Suburbs.
American Library, 1964.

New York:

Boston:

The

New

The New

Cook, Lloyd Allen, and Elaine Forsyth Cook. A Sociological
Approach to Education. New York: McGraw-Hill, 1960.
Corwin, Ronald G . A Sociology of Education.
Appleton-Century-Crofts, Inc., 1965.

New York:

Cowles, Milly. (Editor). Perspectives in the Education of
Disadvantaged Children. Cleveland: The World Pub
lishing Company, 1967.

245
Crow, Lester D . , and Alice Crow. Child Development and
Adjustment. New York: The Macmillan Company, 1962.
Cuber, John F. Sociology. New York:
Crofts, Inc., 1968.
Davis, Allison.
bridge:

Appleton-Century-

Social-Class Influence upon Learning.
Harvard University Press, 1962.

Deutsch, Martin. (Editor). The Disadvantaged Child.
York: Basic Books, Inc., 1967.

Cam

New

DeVault, M. Vere. (Editor). Improving Mathematics Programs:
Trends and Issues in the Elementary School. Columbus:
C. E. Merrill Books, 1961.
Dewey, John. Experience and Education.
Macmillan Company, 1959.

New York:

The

Edgar, Earl E. Social Foundations of Education. New York:
The Center for Applied Research in Education, Inc.,
1965.
Elder, Glen H. Adolescent Achievement and Mobility Aspira
tions . Chapel Hill: The University of North
Carolina Institute for Research in the Social
Sciences, 1962.
Elkins, Frederick. The Child and Society.
House, 1960.

New York:

Random

Fantini, Mario D . , and Gerald Weinstein. The Disadvantaged:
Challenge to Education. New York: Harper and Row,
1968.
Ferman, Louis A., Joyce L. Kornbluh, and Alan Haber. (Editors).
Poverty in America. Ann Arbor: The University of
Michigan Press, 1968.
Freeman, Howard E . , and Wyatt C. Jones. Social Problems:
Causes and Controls. Chicago: Rand McNally and
Company, 1970.
Frost, Joe L . , et. a l . The Disadvantaged Child: Issues and
Innovations. Boston: Houghton Mifflin, 1966.

246
Gladwin, Thomas. Poverty, U . S . A .
and Company, 1967.

Boston:

Little, Brown,

Goldstein, Bernard. Low Income Youth in Urban Areas:
Critical Review of the Literature. New York:
Rinehart, and Winston, Inc., 1967.

A
Holt,

Goode, William J . , and Paul K. Hatt. Methods of Social
Research. New York: McGraw-Hill Book Company, Inc.,
1952.
Gordon, C. Wayne. The School System of the High School:
A Study in the Sociology of Adolescence. Glencoe:
The Free Press, 1957.
Gottlieb, David, and Charles Ramsey. Understanding Children
of Poverty. Chicago: Science Research Associates,
Inc., 1967.
Gowan, John Curtis, and George D. Demos. (Editors). The
Disadvantaged and Potential Dropout. Springfield:
Charles C. Thomas, 1966.
Harrington, Michael.
The Other America.
Penguin Books, Inc., 1963.
Hillson, Maurice.
Research.

Baltimore:

Elementary Education: Current Issues and
New York: The Free Press, 1967.

Hodgkinson, Harold L.
Perspectives.
Inc., 1962.

Education in Social and Cultural
Englewood Cliffs: Prentice-Hall,

Hollingshead, August deB. Elmtown 1s Youth.
Wiley and Sons, 1949.

New York:

John

Horn, Thomas D. (Editor). Reading for the Disadvantaged.
New York: Harcourt, Brace, and World, Inc., 1970.
Hudson, Jeffrey. A Case of Need. New York:
American Library, Inc., 1960.

The New

Hunt, Joseph McVicker.
Intelligence and Experience.
York: Ronald Press, 1961.

New

247

Jacobs, Paul, et^. a^L. Dialogue on Poverty.
Bobbs-Merrill Company, Inc., 1967.

New York:

Johnson, Charles S. Education and the Cultural Crisis.
New York:
The Macmillan Company, 1951.
Keach,

Everett T. Jr., Robert Fulton, and William E.
Gardner.
Education and Social Crisis: Perspectives
on Teaching Disadvantaged Youth. New York:
John
Wiley and Sons, Inc., 1967.

Kimball, Elsa Peverly.
Sociology and Education:
sis of the Theories of Spencer and Ward.
Columbia University Press, 1932.

An Analy
New York:

King, Edmund James.
Education and Social Change.
York: Pergamaon Press, 1966.
Kozol, Jonathan.
Death at an Early A g e .New York:
Books, Inc., 1967.

New

Bantam

Kvaraceus, William C. , et, aJL. Poverty, Education, and
Race Relations: Studies and Proposals. Boston:
Allyn and Bacon, 1968.
Landes, Ruth. Culture in American Education.
John Wiley and Sons, Inc., 1965.

New York:

Leahy, Alice Mary. The Measurement of the Urban Home En
vironment . Minneapolis: The University of Minnesota
Press, 1936.
Linton, Ralph. The Cultural Background of Personality.
New York: Appleton-Century-Crofts, Inc., 1945.
Lipset, Seymour.
Political Man, the Social Bases of
Politics. New York: Doubleday and Company, Inc.,
1963.
Lowry, Ritchie, and Robert P. Rankin.
Sociology: The
Science of Society. New York: Charles Scribner's
and Sons, Inc., 1969.

248

McClelland, D. C . , el:, al. The Achievement Motive.
York:Appleton-Century-Crofts, Inc., 1953.
McNemar, Quinn.
Psychological Statistics.
Wiley and Sons, Inc., 1962.

New

New York:

John

Mueller, John H . , and Karl F. Schuessler.
Statistical
Reasoning in Sociology. Boston: Houghton Mifflin
Company, 1961.
Mussen, P. H. (Editor). Handbook of Research Methods in
Child Development. New York: John Wiley and Sons,
Inc., 1960.
Natanson, Maurice. The Social Dynamics of George H . Mead.
Washington: Public Affairs Press, 1956.
Passow, A. Harry. (Editor). Education in Depressed Areas.
New York: Columbia University Bureau of Publica
tions , 1963.
Piaget, Jean. The Origins of Intelligence in Children.
Translated by Margaret Cook. New York: International
Universities Press, Inc., 1952.
Powledge, Fred. To Change a Child: A Report on the In
stitute for Developmental Studies. Chicago:
Quadrangle Books, Inc., 1967.
Rees, Helen. Deprivation and Compensatory Education: A
Consideration. Boston: Houghton Mifflin Company,
1968.
Riessman, Frank. The Culturally Deprived Child.
Harper and Row, 1962.
Robbins, Florence.
Educational Sociology.
Holt and Company, 1953.
Russell, James.
Boston:

New York:

New York:

Henry

Change and Challenge in American Education.
Houghton Mifflin Company, 1965.

Sears, Robert R. Patterns of Child Rearing.
Row, Peterson, and Company, 1952.

Evanston:

249
Sexton, Patricia Caye. Education and Income;
of Opportunity in our Public Schools.
The Viking Press, 1961.

Inequalities
New York:

Shriver, Sargent.
Poverty. New York: Americana Corpora
tion Educational Division, 1965.
Simon, Arthur R. Faces of Poverty.
Publishing House, 1966.
Spindler, George D.
Approaches.
1963.

St. Louis:

Concordia

Education and Culture: Anthropological
New York: Holt, Rinehart, and Winston,

Thorndike, Edward Lee. The Measurement of Intelligence.
New York: Columbia University, 1927.
Valentine, Charles A. Culture and Poverty.
University of Chicago Press, 1968.
Ward, Lester.
Dynamic Sociology. Volume II.
D. Appleton and Company, 1911.

Chicago:

The

New York:

Warden, Sandra A. The Leftouts: Disadvantaged Children in
Heterogeneous Schools. New York:
Holt, Rinehart,
and Winston, Inc., 1968.
Warner, W. Lloyd, and Paul S. Lunt. The Social Life of a
Modern Community. New Haven: Yale University Press,
1941.
Warner, W. Lloyd, et.. a_l. Who Shall be Educated? The
Challenge of Unequal Opportunities. New York:
Harper and Row, 1944.
Webb, Eugene J . , et. al. Unobtrusive Measures.
Rand McNally and Company, 1966.

Chicago:

Weinberg, George H . , and John A. Schumaker.
Statistics:
An Intuitive Approach. Belmont: Wadsworth Pub
lishing Company, Inc., 1966.
Westby-Gibson, Dorothy.
Social Perspectives on Education.
New York: John Wiley and Sons, Inc., 1965.

250

Will, Robert E . , and Harold G. Vatter. (Editors). Poverty
in Affluence: The Social, Political, and Economic
Dimensions of Poverty in the United States. New
York: Harcourt, Brace, and World, 1965.
Woods, Frances.

Sociology.

B.

New York:

Harper and Row, 1966.

ESSAYS AND ARTICLES
IN COLLECTIONS

Ausubel, David P. , and Pearl Ausubel.
"Psychological As
pects of Education in Depressed Areas." Education
in Depressed Areas. Edited by A. Harry Passow.
New York: Columbia University Bureau of Publica
tions, 1963.
Bendix, Reinhard, and Bennett Berger.
"Images of Society
and the Problems of Concept Formation Ln Sociology."
Syposium on Sociological Theory. Edited by
Llewellyn Gross. New York: Harper and Row, 1959.
Bertrand, Alvin L.
"Social Backgrounds of Specific Groups:
Whites." Reading for the Disadvantaged. Edited
by Thomas D. Horn. New York: Harcourt, Brace, and
World, Inc., 1970.
Bressler, Marvin.
"The Conventional Wisdom of Education and
Sociology." Sociology and Contemporary Education.
Edited by Charles H. Page. New York: Random House,
1966.
Brookover, Wilbur B.
"A Sociology of Education: A
Definition." A Sociology of Education. Edited by
Ronald M. Pavalko.
Itasca: F. E. Peacock Publishers,
Inc., 1968 .
Caudill, Harry.
"Reflections on Poverty in America." New
Perspectives on Poverty. Edited by Arthur B.
Shostak and William Gomberg. Englewood Cliffs:
Prentice-Hall, Inc., 1965.

251
Clark, Kenneth B.
"Educational Stimulation of Racially
Disadvantaged Children." Education in Depressed
Areas. Edited by A. Harry Passow. New York:
Columbia University Bureau of Publications, 1963.
Deutsch, Martin.
"The Disadvantaged Child and the Learning
Process." Education in Depressed Areas. Edited by
A. Harry Passow. New York: Columbia University
Bureau of Publications, 1963.
__________ . "The Disadvantaged Child and the Learning
Process." Poverty in America. Edited by Louis A.
Ferman, Joyce L. Kornbluh, and Alan Haber. Ann
Arbor: The University of Michigan Press, 1968.
__________ . "Early Social Environment and School Adaptation."
The Disadvantaged Child. Edited by Martin Deutsch.
New York: Basic Books, Inc., 1967.
__________ . "Facilitating Development in the Preschool
Child: Social and Psychological Perspectives."
Disadvantaged Child. Edited by Martin Deutsch.
New York: Basic Books, Inc., 1967.

The

__________ . "Minority Groups and Class Status as Related to
Social and Personality Factors in Scholastic Achieve
ment ." The Disadvantaged Child. Edited by Martin
Deutsch. New York: Basic Books, Inc., 1967.
__________ . "The Principal Issue." The Disadvantaged Child.
Edited by Martin Deutsch. New York: Basic Books,
Inc. , 1967 .
__________ . "Social Intervention and the Malleability of
the Child." The Disadvantaged Child. Edited by
Martin Deutsch. New York: Basic Books, Inc., 1967.
__________ . "Some Psychosocial Aspects of Learning in the
Disadvantaged." The Disadvantaged Child. Edited by
Martin Deutsch. New York: Basic Books, Inc., 1967.
Edwards, Thomas James.
"Pedagogical and Psycho-Social Ad
justment Problems in Cultural Deprivation." Disad
vantaged Child. Edited by Jerome Hellmuth. Volume
I. New York: Brunner-Mazel, Inc., 1967.

252

Floud, Jean.
"Social Class Factors in Educational Achieve
ment ." Ability and Educational Opportunity. Edited
by A. H. Halsey.
Paris: Organization for Economic
Cooperation and Development, 1961.
Gross, Neal.
"The Sociology of Education." Sociology
Today. Edited by Robert K. Merton, Leonard Broom,
and Leonard S. Cottrell, Jr. New York: Basic Books,
Inc., 1959.
Hansen, Donald A.
"The Uncomfortable Relation of Sociology
and Education." On Education: Sociological Per
spectives ♦ Edited by Donald A. Hansen and Joel E.
Gerstl.
New York: John Wiley and Sons, Inc., 1967.
Herrick, Virgil
tion of
ligence
Kenneth
Chicago

E.
"What is Already Known about the Rela
the I. Q. to Cultural Background?" Intel
and Cultural Differences. Edited by
Eels, et. al. Chicago: The University of
Press, 1951.

Hyman, Herbert.
"The Value Systems of Different Classes:
A Social Psychological Contribution to the Analysis
of Stratification." Class, Status, and Power.
Edited by Reinhard Bendix and Semour M. Lipset.
Glencoe: The Free Press, 1953.
Jensen, Arthur.
"The Culturally Disadvantaged and the
Heredity-Environment Uncertainty." Disadvantaged
Child. Edited by Jerome Hellmuth. Volume II.
New York: Brunner-Mazel Publishers, Inc., 1968.
Kaplan, Bernard A.
"Issues in Educating the Culturally
Disadvantaged." The Disadvantaged and Potential
Dropout. Edited by John Curtis Gowan and George
D. Demos.
Springfield: Charles C. Thomas, 1966.
Lewis, Oscar.
"The Culture of Poverty." Poverty in
America. Edited by Louis A. Ferman, Joyce L.
Kornbluh, and Alan Haber. Ann Arbor: The Uni
versity of Michigan Press, 1968.

253

Lewis, Oscar.
"Poverty as a Source of Lower-Class Sub
culture. " Perspectives on Marriage and the Family.
Edited by H. Kent Geiger. Boston: Little, Brown,
and Company, 1968.
Metfessel, Newton S., and Mark W. Seng.
"Correlates with
the School Success and Failure of Economically Dis
advantaged Children." Reading for the Disadvantaged.
Edited by Thomas D. Horn. New York: Harcourt,
Brace, and World, Inc., 1970.
Miller, S. M . , and Martin Rein.
"The War on Poverty:
Perspectives and Prospects." Poverty as a Public
Issue. Edited by Ben B. Seligman. New York: The
Free Press, 1965.
Morans, Allen E., and Reginald Lourie.
"Hypotheses Regard
ing the Effects of Child-Rearing Patterns on the
Disadvantaged Child." Disadvantaged Child. Edited
by Jerome Hellmuth, Volume I. New York: BrunnerMazel Publishers, Inc., 1967.
Sheppard, Harold L.
"Poverty and the Negro." Poverty as
a Public Issue. Edited by Ben B. Seligman. New
York: The Free Press, 1965.
Shostak, Arthur B.
"Educational Reforms and Poverty." New
Perspectives on Poverty. Edited by Arthur B.
Shostak and William Gomberg. Englewood Cliffs:
Prentice-Hall, Inc., 1965.
Turner, Ralph.
"Youth Subculture." Sociology of Education.
Edited by Ronald M. Pavalko.
Itasca: F. E. Peacock,
Inc., 1968.

C.

PERIODICALS

Baldwin, Alfred Lee, et. cLL. "Patterns of Parent Behavior."
Psychological Monographs, Volume LVIII, Number 3,
(1945), pp. 6-75.

254

Barnes, Regina.
"Higher Horizons: A Promising Program for
Secondary Schools." Clearing House. Volume XL,
(October 1965), pp. 112-115.
Benedict, Ruth.
"Transmitting Our Democratic Heritage in
the Schools." The American Journal of Sociology.
Volume XLVIII, Number 6, (May 1943), pp. 722-727.
Berlin, Irving N.
"Special Learning Problems of Deprived
Children." National education Association Journal.
Volume LV, Number 3, (March 1966), pp. 23-24.
Black, Millard M.
"Characteristics of the Culturally Dis
advantaged Child." The Reading Teacher. Volume
XVIII, (1965), pp. 465-470.
Brazziel, W. F . , and Mary Terrell.
"An Experiment in the
Development of Readiness in a Culturally Disad
vantaged Group of First-Grade Children." Journal
of Negro Education. Volume XXXI, (1962) , pp. 4-7.
Brookover, Wilbur B.
"A Social Psychological Conception of
Classroom Learning." School and Society. Volume
LXXXVII (February 28, 1959), pp. 84-87.
Champney, Horace.
"The Variables of Parent Behavior."
Journal of Abnormal and Social Psychology. Volume
XXXVI, (1941), pp. 525-542.
Chilman, Catherine S.
"Child-Rearing and Family-Relationship Patterns of the Very Poor." Welfare in Re
view. Volume III, Number 1, (January 1965), pp.
9-19.
Clift, Virgil A.
"Factors Relating to the Education of
Culturally Deprived Negro Youth." Educational
Theory. Volume XIV, (April 1964), pp. 76-82.
Coleman, James S.
"Academic Achievement and the Structure
of Competition." Harvard Educational Review.
Volume XXIX, (1957), pp. 330-348.
__________ . "The Adolescent Subculture and Academic
Achievement." The American Journal of Sociology.
Volume LXV, Number 4, (January 1960), pp. 337-347.

255

Coser, Lewis A.
"The Sociology of Poverty." Social Prob
lems . Volume XIII, Number 2, (Fall 1965), pp.
141-145.
Della-Dora, Delmo.
"The Culturally Disadvantaged: Further
Observations." Exceptional Children. Volume XXIX,
(January 1963), pp. 226-236.
Deutsch, Martin.
"Early Social Environment and School
Adaptation." Teachers College Record. Volume LXVI,
(May 1965), pp. 699-706.
Embree, Edwin R.
"The Educational Process as Applied in
America." The American Journal of Sociology.
Volume XLVIII, Number 6, (May 1943), pp. 759-764.
Glatt, Charles A.
"Who are the Deprived Children?"
Elementary School Journal. Volume LXV, (May 1965),
pp. 407-413.
Glazer, Nathan.
"Three Possible Contributions of Sociology
to Education." The Journal of Educational Sociology.
Volume XXXIII, Number 3, (November 1959), pp. 97-104.
Groff, Patrick J.
"Dissatisfactions in Teaching the Cul
turally Disadvantaged Child." Phi Delta Kappan,
Volume XLV, Number 2, (November 1963), p. 76.
Havighurst, Robert J.
"Who are the Socially Disadvantaged?"
The Journal of Negro Education. Volume XXXIV,
(Winter 1965), pp. 39-46.
Herzog, Elizabeth.
"Some Assumptions About the Poor."
Social Service Review. Volume XXVII, Number 4,
(December 1963), pp. 389-402.
John, Vera P.
"The Intellectual Development of Slum Chil
dren: Some Preliminary Findings." American Journal
of Orthopsychiatry. Volume XXXIII (1963), pp. 813822.

256

Kahl, Joseph A.
"Educational and Occupational Aspirations
of 'Common M a n 1 Boys." Harvard Educational Review.
Volume XXIII, (1953), pp. 186-203.
Kaplan, Bernard A.
"Issues in Educating the Culturally
Disadvantaged." Phi Delta Kappan. Volume XLV,
Number 2, (November 1963) , pp. 70-76.
Katz, Fred E.
"The School as a Complex Social Organization."
Harvard Educational Review. Volume XXXIV, (Summer
1964), pp. 428-455.
Kinch, John W.
"A Formalized Theory of Self-Concept
(Research Note)." The American Journal of Sociology.
Volume XLVIII, (January 1963), pp. 481-486.
Knief, Lotus M . , and James B. Stroud.
"Intercorrelations
Among Various Intelligence, Achievement, and Social
Class Scores." Journal of Educational Psychology.
Volume L, (1959), pp. 117-120.
Kohn, Melvin L.
"Social Class and the Exercise of Parental
Authority." American Sociological Review. Volume
XXIV, (1959), pp. 352-366.
Lewis, Oscar.
"The Culture of Poverty." Scientific
American. Volume CCVL, Number 4, (October 1966),
p. 19.
Lipton, Aaron.
"Cultural Heritage and the Relationship to
Self-Esteem." The Journal of Educational Sociology.
Volume XXXVI, Number 5, (January 1963), pp. 211-212.
Littman, Richard A. et. al.
"Social Class Differences in
Child Rearing." American Sociological Review.
Volume XXII, Number 6, (December 1957), pp. 694-704*.
Malpass, Leslie F.
"Some Relations Between Students Per
ceptions of School and Their Achievement." Journal
of Educational Psychology. Volume XLIV, (1953), pp.
475-482.

257
McCandless, Boyd.
"Environment and Intelligence." American
Journal of Mental Deficiency. Volume LVI, (1952) ,
pp. 674-691.
McCord, Joan, et. al.
"Some Effects of Parental Absence on
Male Children." Journal of Abnormal and Social
Psychology. Volume LXIV, (1962), pp. 361-369.
Mead, Margaret.
"The Impact of Culture on Personality
Development in the United States Today." Under
standing the Child. volume XX, (1951) , p. 17.
__________ . "Our Educational Emphases in Primitive Per
spective. " The American Journal of Sociology.
Volume XLVIII, Number 6, (May 1943), pp. 633-639.
Montague, David 0.
"Arithmetic Concepts of Kindergarten
Children in Contrasting Socioeconomic Areas."
Elementary School Journal. Volume LXIV, (1964) ,
pp. 393-397.
Newton, Eunice.
"Culturally Disadvantaged Child in our
Verbal Schools." Journal of Negro Education.
Volume XXXI, (1962), pp. 184-187.
Parsons, Talcott.
"The School Class as a Social System:
Some of the Functions in American Society." Harvard
Educational Review. Volume XXIX, (Fall 1959) , pp.
297-318.
Patterson, R. E.
"The Use of Adjusting Factors in the
Analysis of Data with Disproportionate Subclass
Numbers." Journal of the American Statistical
Association, Volume XXXXI, (September 1946), pp.
334-346.
Radin, Norma, and Constance Kami.
"The Child-Rearing At
titudes of Disadvantaged Negro Mothers and Some
Educational Implications." The Journal of Negro
Education. Volume XXXIV, (Spring 1965) , pp. 138146.

258

Rice, Joseph P. Jr.
"Education of Subcultural Groups."
School and Society. Volume LXXXXII (November 28,
1964) , pp. 360-362“.
Riessman, Frank.
"Cultural Styles of the Disadvantaged."
Integrated Education. Volume I, (April 1963), pp.
9-15.
__________ . "Some Suggestions for Education Programs Con
cerned with Disadvantaged Children." Integrated
Education. Volume I, (April 1963), pp. 15-33.
Rosen, Bernard C.
"The Achievement Syndrome: A Psychologi
cal Dimension of Social Stratification." American
Sociological Review. Volume XXI, (1956), pp. 203211 .
__________ . "Family Structure and Achievement Motivation."
American Sociological Review. Volume XXVI, Number
4, (August 1961), pp. 574-585.
__________ f et. al.
"The Psychological Origins of Achieve
ment Motivation." Sociometry. Volume XXII, (1959),
pp. 185-218.
Sewell, William H . , e_t. al.
"Relationships Among Child
Training Practices." American Sociological Review.
Volume XX, Number 2, (April 1955), pp. 137-148.
Shaftel, Fannie R . , and George Shaftel.
"Role-Playing as
a Learning Method for Disadvantaged Children."
School and Society. Volume LXXXXIV, (December 24,
1966) , p. 496.
Torrance, E. Paul.
"Identifying the Creatively Gifted Among
Economically and Culturally Disadvantaged Children."
The Gifted Child Quarterly. Volume VIII, (Winter
1964) , pp. 171-176.
Tsao, Fei.
"General Solution
and Covariance in the
portionate Numbers of
Psychometrika, Volume

of the Analysis
Case of Unequal
Observations in
XI, (1946), pp.

of Variance
or Dispro
the Subclasses."
107-128.

259
Walster, G. William, and T. Anne Cleary.
"A Proposal for
a New Editorial Policy in the Social Sciences."
The American Statistician. Volume XXIV, Number 2,
(April 1970), pp. 16-19.
Weiner, Max, and Walter Murray.
"Another Look at the Cul
turally Deprived and Their Levels of Aspiration."
The Journal of Educational Sociology. Volume XXXVI,
Number 7, (March 1963), pp. 319-321.
Yates, Frank.
"The Analysis of Multiple Classifications with
Unequal Numbers in the Different Classes." Journal
of the American Statistical Association. Volume
XXIX, (March 1934), p. 51.

D.

PUBLICATIONS OF THE GOVERNMENT, LEARNED SOCIETIES,
AND OTHER ORGANIZATIONS

"Baton Rouge." A brochure prepared by the Baton Rouge
Chamber of Commerce, Baton Rouge, Louisiana, 1969.
Combs, Arthur.
"Self-Concept as an Objective." Education
for the Culturally Disadvantaged. A Publication of
the South Central Region Educational Laboratory,
1967.
Enoch, J. Rex, and Jerald 0. Savelis.
"Factors Associated
with Attitudinal Shifts During the Course of an
Interview." Proceedings. Southwestern Sociological
Society Annual Meeting, Houston, Texas, April 3-5,
1969.
Harvey, Walter R.
"Least-Squares Analysis of Data with
Unequal Subclass Numbers."' Agricultural Research
Service Publication, AR 20-8. Bettsville, Maryland:
United States Department of Agriculture, July 1960.
Keyserling, Leon H.
"Progress or Poverty: The United States
at the Crossroads." Washington: Conference on
Economic Progress, December 1964.
Lewis, Gertrude M . , and Esther Murrow.
"Educating Disad
vantaged Children in the Elementary School."
Washington: United States Department of Health,
Education, and Welfare, 1966.

260

Manuel, Hershel T.
"The Spanish-Speaking Child in Texas
Schools." Proceedings, Texas Conference on the
Mexican-American, San Antonio, Texas, April 13-15,
1967.
Marburger, Carl.
"Working Toward More Effective Education."
Programs for the Educationally Disadvantaged.
Austin: Southwest Educational Development Laboratory,
February, 1967.
Tyler, Ralph W.
"The Task Ahead." Washington: National
Conference on the Education of the Disadvantaged,
July 18-20, 1966.
United States Censuses of Population and Housing: 1960.
Census Tracts. Washington: United States Bureau
of the Census, Final Report PHC (1) - 14.

E.

PAMPHLETS, DISSERTATION ABSTRACTS, AND
UNPUBLISHED MATERIAL

Anderson, James G . , and William H. Johnson, et. a^L. El
Paso Mathematics Project Preliminary Report. An
unpublished Report prepared for the Southwest Edu
cational Development Laboratory, Austin, Texas,
1968.
Bertrand, Alvin L.
"Poverty: A Sociological Perspective."
A paper presented before a meeting of the University
of Southwestern Louisiana Sociology Club, Lafayette,
Louisiana, October 1965.
Dave, Ravindrakumar. The Identification and Measurement of
Environmental Process Variables that are Related to
Educational Achievement. Unpublished Ph. D.
Dissertation, University of Chicago, Chicago,
Illinois, 1963.

261

Enoch, J. Rex, Nathan W. Gottfried, and Jerald 0. Savelis.
A Report of the East Baton Rouge Parish Mathe
matics Project, 1968-1969. An unpublished Report
prepared for the Southwest Educational Development
Laboratory, Austin, Texas, August 1969.
Friedhoff, W. A.
"Relationships Among Various Measures of
Socioeconomic Status, Social Class Identification,
Intelligence, and School Achievement." Disserta
tion Abstracts. Volume XV, (1955), p. 2098.
Humphrey, Hubert H.
"Vice-Presidental Address to the
National Conference on the Education of the Disad
vantaged." Washington: D. C . , July 18-20, 1966.
Jospeh, Dorris George. The Effects of a Specially Planned
Mathematics Program on Pupil Achievement in Eighth
.Grade Mathematics. Unpublished Ed. D. Disserta
tion, Louisiana State University, Baton Rouge,
Louisiana, 1963.
Kaplan, Ben.
"Poverty: A Moral Perspective." A paper
presented at the Annual Meeting of the Louisiana
Home Economics Association in Alexandria, Louisiana,
September 1965.
Kloss, Robert Marsh.
The Concept of "Poverty" in Sociology:
Profile of Poverty in East Baton Rouge Parish,
Louisiana. Unpublished Master of Arts thesis,
Louisiana State University, Baton Rouge, Louisiana,
1967.
Knowlton, Clark S.
"Bilingualism: A Problem or an Asset."
A paper prepared for delivery to the Meeting of the
Staff and Faculty of the Anthony School District,
Anthony, New Mexico, December 8, 1965.
Lindsey, Clyde H.
"Education and Progress." A Bulletin
prepared for the East Baton Rouge Parish Public
Schools, Baton Rouge, Louisiana, 1968.

262
Reeder, T. A.
"A Study of Some Relationships Between Level
of Self-Concept, Academic Achievement, and Class
room Adjustment.” Dissertation Abstracts. Volume
XV, (1955), p. 2472.
Savelis, Jerald 0. Parental Attitudes Toward Bilingual
Programs of Instruction in the Elementary Grades:
A Pilot Study in Three Selected Communities in South
Louisiana. Unpublished Master of Arts thesis,
Louisiana State University, Baton Rouge, Louisiana,
1969.
Smith, Marion B . , and Alvin L. Bertrand.
"Rural Education
in Transition: A Study of Trends and Patterns in
Louisiana." Agricultural Experiment Station Bulletin
Number 576. Department of Rural Sociology,
Louisiana State University, Baton Rouge, Louisiana,
December 1963.
Snedecor, George W . , and Gertrude M. Cox.
"Disproportionate
Subclass Numbers in Tables of Multiple Classifica
tion. " Iowa State College Experiment Station Re
search Bulletin 180, Iowa State College, Ames, Iowa,
1935.
Stevens, P. H.
"An Investigation of the Relationship Be
tween Certain Aspects of Self-Concept, Behavior, and
Students Academic Achievement." Dissertation
Abstracts. Volume XVI, (1956), pp. 2531-2532.
Wolf, Richard M. The Identification and Measurement of
Environmental Process Variables Related to Intel
ligence . Unpublished Ph. D. Dissertation, University
of Chicago, Chicago, Illinois, 1964.

F.

MISCELLANEOUS

Webster *s New World Dictionary of the American Language.
Cleveland: The World Publishing Company, 1962.
Webster's New International Dictionary.
and G Merriam Company, 1958.

Springfield:

C

APPENDIX A

QUESTIONNAIRE

SOUTHWEST EDUCATIONAL DEVELOPMENT LABORATORY
EAST BATON ROUGE PARISH MATHEMATICS PROJECT

Name of Interviewer __________________________________________
Date of Interview ____________________________________________
Time Interview Began _________________________________________
School Represented __________________________ _________________

Hello, my name is _______________________________ .

We

are conducting -an investigation in the Baton Rouge area
relating to some special programs of instruction being
implemented in the East Baton Rouge Parish School System.
Because your children are involved in this program, we are
interested in getting your reaction to some questions bearing
on issues related to these programs.

This is a study of

differences in home backgrounds of elementary and junior
high school children.

We would appreciate your cooperation

in giving us a little of your time and answering some
questions.

265

You are one of some 500 families being contacted and
we would like to assure you that nothing you say will ever be
attached to you personally.

There are no right or wrong

answers to these questions for we are only concerned with
your opinions and we hope you will feel free to express
yourself honestly and frankly.

Since this investigation is primarily interested in your family, we would like first to get
some information about the members of your family.

rirst Name

Age

Sex

Highest year
completed in
school

In school?

Marital
Status

Occupation

Presently
Working?

266

267

Parental Evaluation of School System

We would like to start by getting some indication of
your feelings about the school system and the education your
child(ren) are receiving.

1.

In general, are you satisfied with the educational system
in East Baton Rouge Parish?
______ Completely satisfied

Its good, but it could be improved.
It could stand a great deal of improvement.
It is poor.

If you are not completely satisfied, could you give
me any indication of what the problems might be —
i.e., how could the schools be improved?

2.

What is your evaluation or opinion of the quality of the
teachers in the schools here?
(For example, do you think
the teachers are doing a pretty good job?)
______ They are exceptionally good.
______ As far as I know, I am satisfied with them.
______ There are some good teachers, but there are
some poor ones.
______
They could be much better.
______
There are very few good teachers.

If you
are not completely satisfied with the teachers,
in what ways do you think they could be better
teachers?

Are you generally satisfied with the school facilities
(e.g., are the buildings, playgrounds, etc. adequate)?
______ They are adequate.
______ They are good, but they could be improved.
______ They are not adequate.

Do you feel that the teachers have the equipment they
need to do a good job in the classroom?
______ They have what they need.
______ They could do better if theyhad better
equipment (and more equipment).
______ They do not have what they need to do a
good job.

Are you satisfied with the textbooks which are being used
in teaching your children (as far as you know)?
______ The textbooks are adequate.
______ The textbooks are okay, but they could be better.
______ The textbooks are not adequate.

Do you feel the school system is doing a good job in
teaching your child what he needs to know?
Yes

______ No
If no, what would you like for your child to learn or
get from the schools that he is not now getting?
(NOTE:
look for emphasis on need for improvement
in particular subject areas.)

If the school decided to try to really improve their teaching
in some particular subject in the school curriculum, what
subject do you think they ought to improve most?_____________
(NOTE: If more than one is mentioned, determine which
subject they consider to be the more important by numbering
their responses.)
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Stress on Achievement

8.

What do you think is the most important reason for going
to school and getting a good education today?

9.

How much education do you want your children to have?
(NOTE:
If the response is "All they can get," determine
what would be considered the minimum level of education
acceptable by marking this space with an "X".)
______ Elementary school is enough.
Some high school
High school diploma.
Some kind of trade school training.
Some college.
A college diploma.
______ Some advanced graduate work.
All they can get.

10.

Which of the following best expresses your opinion con
cerning the importance of a college education?
______ A college education is a must to succeed in
today's world.
______ A college education would help, but itis not
necessary.
______ A college education does not determine success
for success depends upon the individual.
______ A college education is a waste of time; time
that could be spent in making more money.
______ No opinion.

11.

Did your children have any pre-school educational training
(e.g., nursery school, kindergarten, headstart, etc.)?
(NOTE: find out if the opportunity has been available for
all the children or just for the most recent ones entering
school.)
No
______ Yes
Specify what kind of training.
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12.

Which of the following best expresses your attitude
toward the importance of grades?
______ I am satisfied with my child's grades only
when he makes the best grades possible
(i.e., "A's").
______ Grades are important, but it is not important
to make all "A's"; just so he (or she) does
well.
______ I don't worry about grades as long as they pass.
______ Grades are not important at all.

13.

Is your
for him

child doing as well in school
(or her) to do?

______ Yes
14.

as youwould

like

_ _ _ _ _ No

Regardless of their present performance, are they showing
improvement in their work as you would expect them to?
______ Yes____________ ______ No

15.

Do you try to promote regularstudy habits
children?

for

your

No
Yes

”‘*_ Sometimes

Do you setup a regulartime when theyare/expected
to study?
/
______ Yes
______ No
_____ Sometimes
Do you try to provide a place where they can concentrate?
______

Yes

______ N o

Do you have adictionarythat your child
Yes

No

If I can
can use?
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Do you have a set of encyclopedias which your child
can use?
______ Yes

______ No

Do you provide books for your child which he (or she)
is interested in?
Yes

No

If I can

16.

To what extent do you let your children have more freedom
to make their own decisions and to do what they want each
year as they grow older?
______ Much more freedom.
______ More freedom but within reason.
______ About the same.
Less freedom.

17.

How often do you discipline or punish your children b^
reasoning, explaining, or talking to them?
______ Always
______ Most of the time
______ Sometimes
______ Seldom
Never

18.

If your children do something seriously wrong, how do
you usually punish them?
______ Physically punish them (e.g.,paddle them).
______ Make them do extra work.
______ Take some privileges away from them (e.g.,
watching T.V.).
______ Talk to them.
______ Never punish my children.

19.

In general, how are most decisions made between you and
your children?
______ I just tell them what to do.
______ I listen to their point of view, but I
make the final decision.
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My children's decisions are as important
as mine in deciding what they should do.
They can make their own decisions, but I
would like for them to consider my
opinion.
I let them do what they want to do.

20.

Do you try to explain why you have certain rules for your
children to follow when they don't seem to understand the
reason?
______ Always
______ Usually
______ Sometimes
Never

21.

Approximately (on the average), how many hours of T.V.
do your children watch each day?________________________
Do you determine how many hours of T.V. they watch?
______ Yes

No

______ Sometimes

Do you determine what kind of programs they will watch?
Yes

No

Sometimes

Parental Involvement in the Child's Education

22.

Does your child's school have a P.T.A. (or a P.T.O.)?
(NOTE: if there are several children in school, ask
specifically about the school of the child involved in
the study.)
'
No
I &on't know.

Yes
Are you a member?

Yes

No
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Do you attend the Meetings?

______ Regularly
______ Occasionally
(at least half)
______ Rarely (once or
twice a year)
______ Never

Do you hold an office (or have you held an office)?
______ Yes

'

No

______ Have in the past.
If yes, specify.____________________________

23.

Do you attend any other school activities?
No
______ Yes
What kinds of activities do you attend?

24.

Do you ever have conferences with the teacher about your
child's school work?
No
______ Yes
Approximately how often?

________________________

Do you initiate (make arrangements for) these con
ferences or does the teacher usually ask you to come
in and talk with her?
______ I initiate them.
______ The teacher(s) initiate them.
______ Both situations have occurred.
25.

Do you (or have you in the past) serve as a room-mother
for your child's classroom?
' Yes
______ No
'
Have in the past,
but not now.
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I have not served as a room-mother, but I 've
helped others in planning school parties, etc.

26.

Do your children discuss what happens at school with you
or your husband?
______ Yes, frequently
______ Yes, occasionally
______ Rarely
Never

27.

Do you (or your husband) help your child(ren) with homework
in any way?
No
______ Yes
Do you try to do this regularly or only when they ask
for your help?
______ I try to do this regularly.
______ I help them regularly, but not
every night.
______ I do this only when they ask me.
Even if you don't help them regularly, do you try to
check their work and see that they are doing their
homework?
______ Yes

No

______ Sometimes

Is there any particular subject in which you help
your child most often?_______________________________

28.

Are there any particular subjects
child is having special problems?
Social Science
Science ___________
English ___________
Reading ___________

(if any) in which your

Mathematics _______ _
Spelling ____________
Foreign Language_____
Other? ______________
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29.

Can you elaborate (tell us) about any specific problems
your child has in school?

30.

Do you ever go to the school to observe your child(ren)
in the classroom?
______ Yes

31.

No

Can you think of any ways in which you might help the
teacher in teaching your children?

Mathematics Learning

32.

I am going to name some subjects that are being taught
in school which your child is taking (or has taken),
and I would like for you to tell me which one you think
would be the most difficult for your child(ren)?
(NOTE: Then ask which would be the next most difficult,
the next, etc. Number in the blank from 1 to 4 in order
of difficulty.
If there are several children, ask which
have generally been most difficult for the children.)
______ Spelling
______ Mathematics
______ Reading
Science

33.

With the same subjects, which would YOU consider to be
the most difficult? The next most difficult?
______ Spelling
______ Mathematics
______ Reading
Science
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34.

Can you give me an example of the kinds of games you have
had in your home or games your child has learned to play
at some time?
______ Monopoly____ ______ Dominoes
______ Checkers
______ Candyland
______ Rook
____ _ Bingo

35.

___________
___________
___________

Did your child learn any kind of math before starting to
school (i.e., did he learn to count, talk about numbers,
etc.)?
______ No
I can't remember
______ Yes
Can you give me an example of what he learned?

36.

Have you ever bought or obtained in any other way some
special toy or game or equipment to help the children
in learning mathematics?

_

______ No
Yes

(Specify) ___________________________________

37.

If your child were to ask you why he has to study
mathematics, what would you tell him (or her)?

38.

Can you think of some experiences (e.g., a particular
situation) your child is having right now where he might
use what he learns in mathematics?

39.

Do you help your child with his
matics?
Yes
No

(her) homework in mathe
When I can.
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40.

What do you think about the way mathematics is being taught
to your child(ren)?
(NOTE: Ask them to give their evaluation
of the program and indicate if they are talking specifically
about what they would call the "New Math".)

Do your children know how vou feel about this subject?
______ Yes
41.

No

______ Agree
Disagree

Would you agree or disagree with this statement:
Children
often have trouble with mathematics because the teachers
try to make a simple subject too hard.
______ Strongly agree
______ Undecided
______ Strongly disagree

44.

Cannot remember

Would you agree or disagree with the following statement:
If my child learns to add, subtract, multiply and divide,
he knows all the math he needs to know.
______ Strongly agree
______ Undecided
______ Strongly disagree

43.

______ Undecided

Have you ever told your child that you think Math is very
hard?
Yes

42.

No

______ Agree
Disagree

How would you respond to this idea: Although I may not
understand it all myself, I believe the schools are
trying to teach my child what he needs to know in the
best way they can.
______ Strongly agree
______ Undecided
______ Strongly disagree

______ Agree
Disagree
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45.

Do you have any additional comments you would care to
make about the subject we have been discussing?

46.

Are there any other languages used regularly in your
home besides English?
______ No

47.

■

Yes (Specify_______________)

Could you give us some general idea of what your NET
annual income is?
______ below $1,000
$l,000-$2,000
$2,000-$4,000
______ $4,000-$6,000
______ $6,000-$8,000

______ $ 8,000-$10,000
$10,000-$12,000
$12,000-$14,000
$14,000-$16,000
______ $16,000 or more

COMPLETE THE FOLLOWING IMMEDIATELY AFTER LEAVING THE RESPONDENT.
Respondent's address_____________________________________
Race ____ ________________________________________________
Time Interview was Completed_____________________________

Very briefly describe what type home the respondent lived in
(calling attention to those factors which might give some
indication of the social status of the respondents.)
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How would you describe the neighborhood in which the home
is located?

Generally describe the interview situation (i.e., under what
conditions did you interview, did the respondent seem to
understand what you were asking, do you feel they were
answering as they felt or did they try to say what they
thought you wanted them to say, etc.).

APPENDIX B

A LEAST-SQUARES ANALYSIS OF DATA WITH
UNEQUAL SUBCLASS NUMBERS

The analysis of variance is a commonly used statis
tical method by which estimates of a number of variances
are made and by which the significance of the difference
between these estimates is determined.

More recently the

variances have been used as the basis for estimation of
variance components.

The statistical procedures involved

are relatively straightforward when the data are based on
the same frequency in each subclass; however, unequal cell
frequencies are not uncommon in some types of experimentation.
Disproportionate subclass frequencies always cause
the different classes of effects to be non-orthogonal.
This means that the different classes of effects cannot be
separated directly without entanglement.

Thus, in order to

free these effects from the entanglement, it is necessary
to resort to simultaneous consideration of all the effects.
With equal subclass frequencies the effects and sums of
squares for tests of significance are obtained directly
from the class or subclass totals which is equivalent to
the simultaneous consideration of all effects.

In this
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case the design is said to be balanced and the effects
are all mutually orthogonal.
Variation may be, and is even more commonly, measured
by squared deviations, which are universally taken from the
mean of the series.

The fundamental logic of this pro

cedure is identical with that which argues for the simple
deviations from the median:

the principle of "best fit."

Just as the sum of the deviations from the median is minimal,
so the sum of the squared deviations from the mean is also
minimal.

This is an exemplification of the principle of

Least-Squares.
Seldom does the researcher have enough cases to
examine the distribution of Y (dependent variable) for
successive fixed values of X (independent variable).

More

commonly, we find that there are relatively few cases in
which the X's are identical or nearly so.

If the researcher

plots the distribution of cases on the X and Y axes in the
conventional manner, he will usually find a scattering of
points on a graph.

From this preliminary scattergram, the

least-squares criterion requires that the researcher find the
unique straight line which has the property that the sum of
the squares of the deviations of the actual Y values from this
line is a minimum.

Thus, if the researcher draws vertical

283

lines from each of the points to the least-squares line,
and if he squares these distances and adds, the resulting
sum will be less than a comparable sum of squares from any
other straight line that may be possible.
In essence, the least-squares means are the best
estimate of the mean if all the subclasses were assumed to
have an equal N.

Furthermore, by using the least-squares

analysis of variance when orthogonal polynomials are
partitioned for a given set of effects, one can extend
their analysis further than with other statistical pro
cedures that yield only information concerning linear
relationships.

In comparison, the least-squares analysis

of variance will allow the researcher to extend his
analysis beyond the linear to the fifth-order of potential
relationships.
In the least-squares procedure, the resulting F
value may be utilized for testing the researcher's hypotheses.
This analysis will allow the researcher to ascertain any
trend based on the reported least-squares means and the
accompanying standard error for each mean.
Relative to the subsequent F values that are being
reported in this research, it is important to note that
statistically non-significant F values are not the result
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of this particular technique, rather they are probably the
result of the particular data involved in this research
(i.e., such as extreme variability in the dependent
variable), and the disproportionality in subclass groups.
This information for each independent variable is reported
as follows:

Independent
Variable

Degrees
of
Freedom

Sum of
Squares

Mean
Squares

F

Mother's Education
Linear
Quad.
Cubic
Quard.
Quin.
Residual

7
1
1
1
1
1
2

1772.084
85.204
98.061
175.228
625.093
1.749
786.748

253.155
85.204
98.061
175.228
625.093
1.749
393.374

0.819
0.276
0.317
0.567
2.023
0.006
1.273

Mother's Occupation
Linear
Quad.
Cubic
Quard.
Quin.
Residual

6
1
1
1
1
1
1

1678.032
67.079
574.795
98.608
741.268
24.695
171.587

279.672
67.079
574.795
98.608
741.268
24.695
171.587

0.905
0.217
1.860
0.319
2.399
0.080
0.555

Mother1s Evaluation
of the Local
School System
Linear
Quad.
Cubic
Quard.
Quin.
Residual

12
1
1
1
1
1
7

4681.153
1329.185
1196.967
1262.447
284.722
20.349
587.482

390.096
1329.185
1196.967
1262.447
284.722
20.349
83.926

♦♦Significant at the .05 level.

1.263
4.302^
3.874^
4.086AA
0.921
0.066
0.272
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Independent
Variable

Degrees
of
Freedom

Sum of
Squares

Mean
Squares

Stress on
Achievement Score
Linear
Quad.
Cubic
Quard.
Quin.
Residual

7
1
1
1
1
1
2

2340.284
14.832
409.076
0.752
178.408
7.401
1729.815

334.326
14.832
409.076
0.752
178.408
7.401
864.908

1.082
0.048
1.324
0.002
0.577
0.024
2.799

Independence
Training
Linear
Quad.
Cubic
Quard.

4
1
1
1
1

440.774
349.063
0.357
10.533
80.822

110.194
349.063
0.357
10.533
80.822

0.357
1,130
0.001
0.034
0.252

Mother's Involvement
In Her Child's
Education
Linear
Quad.
Cubic
Quard.
Quin.
Residual

16
1
1
1
1
1
11

3065.586
17.212
252.069
0.085
26.862
104.096
2665.263

191.599
17.212
252.069
0.085
26.862
104.096
242.297

0.620
0.056
0.816
0.000
0.087
0.337
0.784

Mother's Emphasis
upon "Mathematics
Learning" in the
Home
Linear
Quad.
Cubic
Quard.
Quin.
Residual

10
1
1
1
1
1
5

2511.403
4.901
707.201
0.347
78.747
594.060
1126.146

251.140
4.901
707.201
0.347
78.747
594.060
225.229

0.813
0.016
2.289
0.001
0.255
1.923
0.729
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Independent
Variable
Income Level
Linear
Quad.
Cubic
Quard.
Quin.
Residual

Degrees
of
Freedom

Sum of
Squares

Mean
Squares

F

9
1
1
1
1
1
4

3087.891
292.577
63.423
348.831
470.229
1.748
1911.083

343.099
292.577
63.423
348.831
470.229
1.748
477.771

1.110
0.947
0.205
1.129
1.522
0.006
1.546

APPENDIX

APPENDIX TABLE C-I
RELATIONSHIP BETWEEN THE MOTHER'S EDUCATIONAL ATTAINMENT AND
ACADEMIC ACHIEVEMENT IN MATHEMATICS
Experimental
Schools
Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn

* =
** =
1.=
2.=
3.=

Gain
Level
High
Low
High
Low
High
Low
High
Low
High
Low
High
Low

Mother's
Educational
Level
1.
12
11
10
7
3
1
12
10
6
6
3
4

2.
3
5
5
6
10
13
6
1
6
11
10
7

3.
3
0
3
4
6
5
1
6
5
1
3
7

X2

Control
Schools

3.438*

Polk

0.735*

Dufrocq

1.482*

Glen Oaks

7.236**

Scotlandville

4.112*

Glen Oaks Jr.

2.162*

Central

Gain
Level

Mother's
Educational
Level

High
Low
High
Low
High
Low
High
Low
High
Low
High
Low

1.
8
11
9
8
3
9
12
13
2
6
1
8

2.
9
9
4
5
14
5
3
3
12
7
12
7

3.
3
0
3
2
2
5
3
2
3
3
6
4

X2
3.474*
0.338*
8.549**
0.240*
3.289*
7.160**

Not significant at the .05 level.
Significant at the .05 level
Below high school graduate
High school graduate
Some schooling beyond high school
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APPPENDIX TABLE C-II
RELATIONSHIP BETWEEN PARENTAL RATIONALE FOR ACQUIRING A GOOD EDUCATION
AND ACADEMIC ACHIEVEMENT IN MATHEMATICS
Rationale
Rationale
for Good
for Good
Control
Gain
Experimental
Gain
Education
Education
Schools
Level
X2
Schools
Level
X2
Util.++
Aca.+
Aca.+
Util++
T I ..
ligh
8
Polk
5
16
Greenville
High
0.175*
0.620*
11
Low
13
Low
6
7
Banks
High
5
13
0.083*
Dufrocq
2
14
0.301*
iigii
4
13
Low
14
Low
1
3igh
1.365*
High
12
7
16
Brookstown
2.438*
Glen Oaks
4
Low
12
Low
17
3
7
11
2.900*
11
0.232*
Scotlandville Sigh
McKinley
High
8
6
Low
16
9
2
Low
9
2.394*
High
11
1.074*
8
9
Istrouma
6
Glen Oaks Jr. High
4
14
Low
9
8
Low
7.056***
High
5
Woodlawn
High
11
Central
14
6
0.567*
12
Low
13
5
Low
4
* = Not significant at the .05 level.
** = Significant at the .05 level.
*** = Significant at the .01 level.
+ = Some Academic rationale given.
++ = Only Utilitarian rationale given.

ro
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APPENDIX TABLE C-III
RELATIONSHIP BETWEEN PARENTAL EDUCATIONAL ASPIRATION FOR THEIR CHILDREN
AND ACADEMIC ACHIEVEMENT IN MATHEMATICS
Parental
Parental
Gain
Educational
Gain
Educational
Control
Experimental
Aspiration
Aspiration
X2
Schools
Level
Schools
Level
1
2.
3.
1.
2.
3.
Greenville
Banks
Brookstown
McKinley
Istrouma

=
=
=
=
=

4
1
4
9
7
5
3
3
3
2
2
1

0
3
6
1
2
5
3
3
2
3
0
0

13
11
8
7
10
10
10
12
12
12
13
15

4.861*

Polk

5.537*

Dufrocq

1.594*

Glen Oaks

0.064*

Scotlandville

0.400*

Glen Oaks

Expected Central
value
zero
Not significant at the .05 level.
Significant at the .05 level.
High school diploma is enough.
High school diploma plus some additional schooling.
College degree or more.

Woodlawn

*
**
1.
2.
3.

High
Low
High
Low
High
Low
High
Low
High
Low
High
Low

i

•

High
Low
High
Low
High
Low
High
Low
High
Low
High
Low

5
9
2
1
4
4
1
2
4
0
1
4

2
1
2
5
1
4
3
2
0
3
1
2

13
9
12
9
15
11
12
10
12
12
17
13

X2

2.179*
2.017*
2.391*
0.584*
6.975**
2.667*
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APPENDIX TABLE C-IV
RELATIONSHIP BETWEEN PARENTAL EVALUATION OF SUBJECT MOST IN NEED OF IMPROVEMENT
AND ACADEMIC ACHIEVEMENT IN MATHEMATICS
Subject Most
Subject Most
Gain
in Need of
in Need of
Experimental
Control
Gain
Improvement
Level
Level
Schools
Improvement
Schools
X2
Math
Other
Math Other
High
13
5
Polk
High
6
Greenville
0.946*
4
Low
6
9
7
Low
7
High
Banks
7
11
High
2
0.747*
Dufrocq
5
Low
4
12
Low
6
3
High
1
Glen Oaks
High
6
Brookstown
7
2.618*
5
Low
4
4
Low
5
9
High
11
McKinley
6
Scotlandville High
7
9
0.075*
6
6
Low
8
Low
9
High
9
6
0.537*
Glen Oaks Jr. High
9
Istrouma
3
4
Low
Low
6
7
11
* = Not significant at the .05 level.

X2
0.434*
2.286*
0.244*
0.536*
0.010*

APPENDIX TABLE C-V
RELATIONSHIP BETWEEN PARENTAL EVALUATION OF "NEW MATH" AND
ACADEMIC ACHIEVEMENT IN MATHEMATICS
Experimental
Schools

Gain
Level

Evaluation of
X2
"New Math"
Fav.+ Not Fav.+-»
Greenville
2
High
15
1.761*
14
0
Low
Banks
High
8
9
1.733*
12
4
Low
Brookstown
High
10
11
0.007*
Low
7
6
McKinley
High
12
5
0.000*
12
Low
5
High
12
3
0.895*
Istrouma
5
Low
9
Woodlawn
High
8
0.326*
6
6
7
Low
* = Not significant at the .05 level.
+ = Favorable.
++ = Not favorable.

Control
Schools
Polk

Gain
Level

High
Low
Dufrocq
High
Low
Glen Oaks
Sigh
Low
Scotlandvilie High
Low
Glen Oaks jr. High
Low
pigh
Central
.... ... : Low

Evaluation of
X2
"New Math"
Fav.+ Not Fav.+4
3.535*
17
3
8
11
0.286*
2
9
1
9
2.204*
14
5
9
9
0.716*
11
3
11
6
0.017*
6
10
11
6
0.042*
4
13
4
11

APPENDIX TABLE C-VI
RELATIONSHIP BETWEEN PARENTAL ASSISTANCE WITH MATH HOMEWORK AND
ACADEMIC ACHIEVEMENT IN MATHEMATICS__________

Experimental
Schools

Gain
Level

Parental
Assistance
With Math
Yes

Greenville
Banks
Brookstown
McKinley
Istrouma
Woodlawn
*
**
***

X2

Control
Schools

Gain
Level

Yes

No

4
High
15
0.032*
4
Low
13
12
5
High
0.000*
12
5
Low
2
High
17
4.439**
Low
12
8
High
8
11
9.670***
0
Low
18
0.024*
High
8
9
10
Low
8
High
10
7
0.724*
10
Low
8
= Not significant at the .05 level.
= Significant at the .05 level.
= Significant at the .01 level.

Parental
Assistance
With Math

Polk

iigh
Low
Dufrocq
iigh
Low
Iigh
Glen Oaks
Low
Scotlandville iigh
Low
Glen Oaks Jr. iigh
Low
iigh
Central
Low

18
15
14
15
15
17
8
10
11
10
9
10

X2

No
3
5
1
0
5
2
9
8
6
8
9
9

0.749*
1.034*
1.386*
0.253*
0.305*
0.026*
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